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Abstract 
 
In this course portfolio, I examine the course goals, learning objectives, teaching methods and 
materials, assessments, and outcomes for an upper-level psychology elective course, PSYC 
462/862, Motivation and Emotion.  The course introduces students to the major theories of 
motivation and emotion, develops their ability to critically examine empirical psychological 
research, encourages the application of theoretical and empirical work to real-world contexts, 
and strengthens students’ communication skills.  For each of the four course goals, I describe 
how and why I conduct the course as I do, as well as how my pedagogical choices influence 
student learning and engagement.  Data analyses and sample student work illustrate the 
effectiveness of these choices.  Finally, I reflect upon successes and ongoing challenges in the 
course and outline plans for future changes. 
 
Keywords: motivation and emotion, journal assignments, group work, application, project-based 
learning 
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Objectives of the Benchmark Portfolio 
 Through the creation of this benchmark portfolio, I had three goals.  First, I wanted to 
document and reflect upon my teaching behaviors to improve my teaching across courses.  I 
expect that insights I gather from this experience will translate to future semesters, courses, and 
student populations, as I shift from topical (e.g., “What am I going to do in class next week?”) to 
conceptual (e.g., “Given my course goals, what can I do in class next week to help students 
achieve those goals, and how will I know if students have achieved them?”).  Second, I plan to 
use this portfolio to help form a strong case for promotion.  As an assistant professor of practice, 
the large majority of my apportionment (85%) is in teaching, so I am expected to demonstrate 
teaching excellence via student evaluations of teaching, students’ achievement of learning 
objectives, and thoughtful reflection on my own practices.  Third, looking toward life as an 
associate professor of practice, I plan to contribute more widely to the University and broader 
academic community to share my experiences.  Creating a firm foundation right now by 
assessing what I’m doing, why I’m doing it, and how well I’m doing it will help me move 
forward in my teaching career and continue to improve teaching and learning outside of my own 
classroom. 
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About the Course 
Motivation and Emotion is an upper-level elective course within the Department of 
Psychology at the University of Nebraska-Lincoln.  See Appendix A for the course syllabus.  
Cross-listed as PSYC 462/862, it enrolls three distinct student populations: junior and senior 
psychology majors and minors who typically are planning to pursue graduate study, junior and 
senior undergraduates from other majors (commonly including nutrition, exercise, and health 
science; biochemistry; biology; children, youth, and family studies; education; business; and 
criminal justice) who plan either to attend graduate or professional school or to enter the 
workforce with a BA/BS, and first- and second-year graduate students in MA/MS programs 
outside of psychology.  Junior standing or above is required, and students are recommended to 
have completed or be in the process of taking a 300-level course in research methods and data 
analysis, but no prior psychology coursework is required.  Enrollment in the course is limited to 
40 students, and most enrollees are undergraduates.  The first time I taught the class, it enrolled 
31 undergraduates and 6 graduate students; the following year it enrolled 34 undergraduates and 
2 graduate students.  
Because Motivation and Emotion is an upper-level elective with no prerequisite 
coursework, it enrolls students with a wide range of interests, goals, backgrounds, and 
disciplinary exposures.  This presents both an opportunity and a challenge, as the course can 
draw on a diverse student body to enrich discussions and help students identify ways in which 
the content relates to other areas, yet foundational content that may be unfamiliar to some 
students may be repetitive for others who have already completed many courses in psychology 
and related disciplines. 
 Through close study of motivational theory, exploration of empirical research on the 
topics of emotion and motivation, and application of theory and research to students’ own 
interests and experiences, the course is designed to challenge students to explore empirically the 
drivers of human behavior and to strengthen their ability to use motivational principles to 
improve the effectiveness of their own or others’ behavior. 
 
Why this Course? 
 As a course that is still fairly “fresh” to me, having taught it only twice prior to this year, 
I am eager to reflect on the course and make improvements.  I have gotten very positive student 
feedback from prior semesters of the course, so I know that students enjoy the course and find it 
useful for their lives.  One goal I had for this PRTP portfolio was to assess and tailor the level of 
rigor for both undergraduate and graduate students to ensure that they are able to use the course 
content in meaningful, authentic ways.  Related to that goal, I also wanted to reflect on the role 
of graduate students in the course.  Teaching graduate students is very new to me and I don’t 
have a well-formulated philosophy or approach to working with them.  In the past I have treated 
graduate students as “undergraduate-plus”—that is, as somewhat more responsible, somewhat 
more knowledgeable, and somewhat more motivated learners, whose role in the course is simply 
to complete a longer and more complex final project.  Through reflecting on similarities and 
differences in how graduate students approach and experience the course, I hoped to gain insight 
on how to incorporate these students deeply and effectively into the course, rather than to simply 
pile more work on them. 
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Course Goals 
As I began to think deeply about the goals I had previously set for Motivation and 
Emotion, I realized that those goals were important within the academic and course context, but 
didn’t really emphasize WHY those goals mattered beyond the end of the semester or why I had 
chosen them in the first place.  For instance, my first course goal was “Describe major theoretical 
perspectives within the field of emotion and motivation.”  This goal establishes an academic 
parameter for what students should be able to do by the end of the semester; is amenable to 
instructional methods to develop students’ strength in this parameter through direct instruction, 
readings, discussion, etc.; and can be assessed through measures such as exams, papers, projects, 
and discussions.  However, I hadn’t addressed the deeper issue of why it’s important for students 
to be able to describe major theoretical perspectives—am I just making them jump through 
hoops because I like to see students suffer?  Would I be satisfied if a student could repeat back 
the theories and talk about them in a purely theoretical or academic context?  Or is there some 
other benefit that is conveyed by the process of learning these theoretical perspectives that my 
course goal didn’t get at? 
Through considering my existing course goals, I redesigned them into the following goals, 
each of which includes a well-reasoned rationale. 
 
Upon successful completion of this course, students should be able to: 
 
Course Goal 1: Understand and critique major theoretical perspectives within the fields of 
motivation and emotion.  
 
Rationale: When you read about a mass murder, try to comfort a friend about a 
challenging situation at work, interact with students who can’t see the point of doing their 
homework, or participate in discussions about emotion and motivation, you will have the 
tools to say, “I know something about what may be driving the behavior, and here’s how 
that understanding can be helpful.” 
 
Learning objectives:  
1. Summarize theories of motivation and emotion. 
2. Compare, contrast, and integrate theories of motivation and emotion. 
3. Evaluate and analyze theories of motivation and emotion. 
4. Describe the dynamic relationships between motivation, emotion, and human 
behavior. 
 
Course Goal 2: Critically examine empirical psychological research on motivation and emotion. 
 
Rationale: By developing your scientific literacy and critical reasoning skills, you will be 
better able to interpret and interact within an increasingly complex world of claims, 
arguments, conjecture, and evidence.  
 
Learning objectives:  
5. Apply psychological research findings to theories of motivation and emotion. 
6. Use psychological research findings to predict motivated and emotive behavior. 
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7. Critique psychological research as it pertains to theories and observations of 
motivation and emotion. 
 
Course Goal 3: Apply theories and research on motivation and emotion across a variety of 
contexts, including in your own life. 
 
Rationale: Whether you struggle with using your emotions in an adaptive way, 
motivating yourself to complete work on time, sticking with an exercise regimen, or 
perhaps have some other challenge, you will develop an understanding of “what goes 
wrong” and how you can set yourself up for success, implement useful strategies, and 
reflect upon both setbacks and successes to improve in the future.  You will also learn 
about how research and theory on motivation can improve others’ behaviors and 
outcomes in many different situations. 
 
Learning objectives: 
8. Identify, summarize, and apply relevant empirical research to a variety of contexts. 
9. Critique and apply theories of motivation and emotion to a variety of contexts. 
10. Design, implement, and critique evidence-based motivational and/or emotional 
interventions to improve your own behavioral outcomes. 
 
Course Goal 4: Communicate effectively to both academic and non-academic audiences. 
 
Rationale: As a member of an academic community as well as the broader community, 
you must be able to communicate effectively in speech and writing in a variety of 
contexts.  By developing your written and oral communication skills now, you will be 
better poised to engage with a broad audience throughout the rest of your life. 
 
Learning objectives:  
11. Discuss and write effectively as a member of a team to propose solutions to human 
problems. 
12. Write clearly and effectively for an academic audience. 
13. Write clearly and effectively for a non-academic audience. 
14. Present effectively about theories of motivation and emotion and their relation to real-
world behavior. 
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Teaching Methods, Course Assessments, and Course Materials 
 
Teaching Methods and Rationale 
 The primary teaching methods I use in this class include lecture, activities and 
demonstrations, and peer-to-peer discussion among students.  I begin each class period with a 
question, comment, video, or other resource relevant to the day’s content to stimulate curiosity 
and engagement with the material.  For instance, when covering core psychological needs, I 
spend five minutes at the beginning of class in which I ask students to pair up and discuss what 
they do for fun, why—motivationally speaking—they find it fun, whether their partner also 
thinks it sounds like fun, and why people have different interpretations of what is fun.  I typically 
ask students to share key aspects of their paired discussion with the class and write their thoughts 
on the board so that I refer back to them throughout lecture.  This introductory discussion sets the 
students up for a critical discussion of self-determination theory.  Throughout the day’s lecture, I 
draw explicit connections between students’ generated ideas from the beginning of class (written 
on the board) and the key content for the day—in this example, the three core human motives of 
autonomy, competence, and belonging. 
 I use lecture to supplement and clarify the assigned readings and to help students draw 
connections between course content and other contexts.  The textbook I used in Spring 2018 
(which I plan to use in Spring 2019 as well) provides useful and relevant summaries of many key 
motivational theories, but does not provide a great deal of depth.  Thus, I explain more clearly 
topics that confuse students, and add detail particularly on the relevance of motivational theories 
when such coverage is lacking in the book.  I also present direct connections to different 
disciplines, life experiences, and areas within psychology to demonstrate the breadth of the 
impact of motivation and emotion. 
 I also incorporate frequent activities and demonstrations to reengage students’ attention, 
to help them organize and formulate their own thoughts on the content, and to help them apply 
content to their own lives or to non-classroom settings.  For instance, when discussing basic 
psychological needs, I have students complete and score the Basic Needs Satisfaction in General 
Scale (Gagné, 2003) so they can see the extent to which their own basic needs have been met, as 
well as to demonstrate how needs satisfaction is assessed empirically in research studies.  Once 
they realize which of their own needs are not fully met, we discuss what would have to happen to 
meet those needs.  Finally, they are asked to critique the scale as a measure of psychological 
needs versus simply an assessment of which activities an individual enjoys.  This joint activity 
and discussion exposes them to research methodologies, builds their critical thinking skills, and 
helps them see the importance of course material in their own lives. 
 Finally, I assign students to complete group homework assignments.  The assignments 
are described in greater detail below, so here I describe only the in-class aspect of students’ 
learning through this experience.  In groups of 5-6, students discuss assigned articles that they 
read outside of class, and then work collaboratively to answer questions on an assignment 
document.   
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Course Assessments  
 Students’ achievement of the course goals are developed and assessed through online 
reading quizzes, group homework assignments, a brief assignment structured around the 
Nebraska Symposium on Motivation, and a semester-long motivation project. 
 With each assigned chapter in the interactive online Burkley and Burkley (2018) textbook 
from Pearson (see course materials, below), students complete an adaptive online quiz within the 
Revel platform (course goal 1).  Each quiz consists of 15-item multiple-choice items based on 
the chapter.  Questions are complex and require more than simply repeating definitions.  One 
sample question reads as follows: “Which of the following examples most accurately depicts 
nolition, a part of James’s study of will? (a) Andrew completed his major assignment in spite of 
losing his Internet service at home; (b) Joy decided to design a workout routine at home rather 
than put her children in daycare; (c) Dave ignored the woman’s barrage of messages enticing 
him to be unfaithful to his wife; (d) Jennifer managed to pass on her favorite desert while out 
with friends rather than cheat on her diet.”  In order to answer this question correctly, students 
must not only understand James’s idea of nolition, but they must also be able to distinguish 
between examples in which the concept is and is not applicable and identify the example that 
best fits the concept.  If a student selects an incorrect answer, they are told it is incorrect, given a 
hint, and allowed to try again.  The quizzes are open-book, so students are encouraged to figure 
out the answers to questions they don’t know rather than simply guessing.  Because the questions 
are mastery-based, students must keep answering until they figure out the correct answer or run 
out of chances, increasing their likelihood of learning the concepts rather than simply moving on 
after guessing incorrectly.  I don’t want students to simply cheat and look up the correct answers 
online; therefore, I give full credit for any quiz on which students achieve a score of 85% or 
better. 
 Each week, after completing the reading and the accompanying Revel quiz for a given 
chapter, and after two class periods of lecture, students begin working on a group homework 
assignment (course goals 1, 2, 3, and 4).  First, they read an assigned article as described in 
Course Materials, below.  Then they individually complete a Group Assignment Prep Sheet 
(GAPS) in which they identify the big picture of the reading, summarize the article’s methods, 
critique the article’s strengths and weaknesses, and relate it to other course content.  They submit 
this prep sheet on Canvas before class to demonstrate their readiness for the in-class group 
homework discussion, and to help me identify common areas of confusion.  In class, students get 
into groups of about 4-6 to discuss a homework assignment that is designed to challenge students 
to integrate material across the textbook, lecture, and article(s), as well as across weeks of the 
course, and to apply that material to a variety of settings.  Group homework questions are written 
at higher levels of Bloom’s taxonomy (Bloom et al., 1956).  Below are three sample questions 
that assess student learning at different levels: 
• Who would you rather work for: one of the “great intimidators” from your reading this 
week or the folks at Google? From the perspective of meeting your psychological needs, 
why did you make that choice? (Application level) 
• Create a model showing the relationships between social anxiety, self-efficacy, self-
esteem, being the source vs. target of ostracism, time scale, and psychological needs.  
Draw arrows between variables that you believe are’ causally related.  Put “+” by the 
arrows that you hypothesize are positively correlated and “-” by the arrows that you 
hypothesize are negatively correlated.  Then describe why you created the model that you 
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did, providing evidence using lecture, the textbook, and/or the assigned readings. 
(Synthesis level) 
• Do you agree with Gollwitzer’s assertion that implementation intentions automatically 
elicit goal-directed behavior?  Or do you think implementation intentions must be 
mentally rehearsed repeatedly before they take full effect?  Might mental rehearsal be 
particularly important for certain kinds of implementation intentions or at certain stages 
of goal pursuit?  Explain. (Evaluation level) 
 
As students discuss in their groups, they negotiate how to integrate the content, develop 
interpersonal and communication skills, disagree and cooperate as they work to fully develop 
their responses to the questions, and generally wrestle with how to communicate clearly about 
complex theoretical and empirical topics.  Each week there is a group captain whose job is to 
coordinate discussion, gather the best material presented by their group, and type up the group’s 
responses.  After the in-class discussion period ends, each group works together using shared 
online resources (e.g., Google Docs) to further discuss and revise their assignment before the 
group captain submits the final product for grading.  The group captain then evaluates the in-
class and out-of-class contributions of each group member, which gets calculated into the group 
members’ scores on the assignment. 
We are fortunate that this class coincides each spring with the Nebraska Symposium on 
Motivation, the longest-running psychology symposium in the United States, which is hosted 
right here at the University of Nebraska-Lincoln.  The symposium runs for two days each April, 
and I cancel class so that students in my Motivation and Emotion class can attend at least one 
presentation.  They choose a presentation of interest to them, and then write a short paper in 
which they critique the content of the talk they attended, draw connections to our course content, 
and apply the talk to some real-life situation (course goals 1, 2, and 3).  Students are often 
excited to see in person some of the researchers and theorists they have been learning about in 
class.  Even though the talks are sometimes over their heads (given that the presenters tend to 
target their talks to specialists in their subarea), students appreciate the experience of attending a 
professional symposium and seeing the “cutting edge” of the theories they’ve learned about in 
class. 
Finally, students complete a semester-long motivation project in which they choose a 
goal in their own life, track their relevant behavior, explore their goal from the perspectives of 
many different motivational theories, adjust their motivations, and attempt to change their 
behavior for the better (course goals 2, 3, and 4).  I set the groundwork by encouraging students 
to select a goal that is meaningful and important to them, that they can work toward and monitor 
on a weekly basis, that they can complete over approximately 16 weeks, and that they are willing 
to discuss with the class.  They complete a series of five journals (approx. 1000-2000 words 
each) throughout the semester that are designed to help them learn about and apply motivational 
theories to their goal.  In Journal 1, they define their goal, begin tracking their behavior, and 
apply drive theory and intrinsic/extrinsic motivation theory.  In Journal 2, they apply the self-
determination theory principles of autonomy, competence, and belonging, and give an update on 
their progress toward their goal.  In Journal 3, they apply goal setting, goal planning, and goal 
striving theory, and again give a progress update.  In Journal 4, they apply automaticity theory, 
ponder emotional influences on their behavior, and give a progress update.  Finally, in Journal 5 
they provide a final progress update, reflect on their progress, select what they found to be the 
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most and least helpful motivational theories, and make recommendations to others based on their 
experiences and learning in the course. 
In addition to the five journals completed throughout the semester, students develop and 
implement a final creative presentation of their motivation project to help them translate what 
they’ve learned in their semester-long project into something useful for others outside of our 
class (course goals 3 and 4).  They are required to create a physical or digital product for their 
presentation, though this is very open-ended; in the past, students have submitted blogs, 
Instagram accounts, brochures, podcasts, a newscast, and more.  Students enjoy creating a unique 
portrayal of their projects; they also benefit from learning about the projects their peers 
undertook, the progress they made and the obstacles they faced, and what motivational principles 
were most useful for which kinds of projects.  Because students get to know each other well after 
so many collaborative group assignments, class discussions, activities, demonstrations, and so 
on, the mood is cheerful and supportive during presentations, rather than judgmental of students 
who did not achieve their goals. 
Based on strongly positive experiences in the past, I plan to retain all of these course 
assessments.  However, one challenge is that students often treat the motivational theories as 
independent and mutually exclusive, rather than as complementary to one another.  I would like 
to encourage students to integrate the theories and explicitly compare, contrast, and evaluate 
them (course goals 1 and 2).  They do some of this in Journal 5, but for many students it seems to 
be “too little too late,” and they leave the course with a relatively shallow understanding of a 
series of disconnected concepts.  The next time I teach this class, I plan to have homework 
groups create a concept map of the major motivational theories, connecting and integrating each 
week’s new material with that of previous weeks.  At the end of the semester, we will compare 
the concept maps created by each group to illustrate different ways of conceptualizing and 
connecting the key theories. 
 
Course Materials 
 The course materials for Motivation and Emotion are diverse, including an interactive 
electronic textbook, empirical and theoretical articles from peer-reviewed academic journals, a 
smattering of mass media articles, and a variety of videos including an animated movie. 
 After surveying a half-dozen available textbooks on motivation, emotion, and both 
motivation and emotion combined, I selected Motivation Science (2018) by Burkley and Burkley 
as my primary textbook for the course.  This is a Pearson textbook offered through the Revel 
online platform; students purchase an access code for the Revel site for about $90, which 
includes the interactive ebook along with a variety of online resources including the required 
Revel quizzes described above.  They may also choose to purchase a physical paperback copy of 
the book for an additional $19.  I have found the ebook to be highly readable for an upper-level 
undergraduate audience—certainly more so than the previous text I used in spring 2017, Reeve’s 
(2015) Understanding Motivation and Emotion, 6th edition.  As a briefer title (354 pages versus 
513 pages), the Burkley and Burkley text lacks some of the depth of content included in Reeve, 
but because I supplement the textbook with many articles and with lecture, I find this suitable for 
my purposes.  Along with the explanatory text, the Revel ebook includes interactive content on 
nearly every “page.”  This includes text content organized into tabs that require the student to 
click through to see all material, short videos, brief matching quizzes, writing prompts asking the 
students to respond briefly to open-ended questions based on what they have read, visuals with 
“more info” bubbles that appear when the student hovers or taps on an icon, and more.  As 
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students work through the ebook, Revel collects data on their reading time and interaction with 
the content so that the instructor can identify areas that students are skimming or paying greater 
attention to.  The book also includes beginning-of-chapter learning objectives, end-of-chapter 
summaries, and shared writing prompts (which are essentially discussion boards hosted within 
Revel), which students may choose to use if they would like.  Finally, the book incorporates a 
structured student-led semester-long project called “ProjectMe.”  Most chapters include one or 
more ProjectMe prompts, which I have adapted into the journal portion of the motivation project 
for the course.  Because these prompts are built into the ebook, students can easily see where the 
relevant information from the book can be found and what they should incorporate into their 
journal response. 
 Because a brief textbook such as the Burkley and Burkely text cannot present all 
information or ideas that are important for students to learn in this course, I assign students to 
read a variety of articles throughout the semester to introduce them to novel ways of approaching 
the content, different perspectives on key motivational theories, real-world implications and 
applications of the material, and more.  These articles extend students’ exposure to relevant 
content and provide a shared background on which the group homework assignments are built.  
Some articles are theoretical in nature (e.g., deCatanzaro, 1999), some are empirical (e.g., 
Harrison & Saeed, 1977), and others are written for a lay audience (e.g., Kramer, 2006). By 
reading and discussing the articles and completing the accompanying homework assignments, 
students are exposed to a variety of different perspectives, writing styles, and persuasive 
methods, and are encouraged to draw their own informed conclusions based on the evidence and 
arguments provided. 
 I also encourage students to consider how the course content applies outside of an 
academic setting by incorporating videos in class.  Most notably, I show the 2015 animated 
feature film Inside Out as an introduction to theories of basic emotions; I then assign a group 
homework assignment asking students to analyze the movie from an empirical and theoretical 
perspective, analyzing what the movie gets right and wrong about theories of emotion and 
suggesting improvements.  I also use a number of brief video clips throughout lecture.  For 
instance, while presenting theories of basic and secondary emotions, I show a clip from the 
National Geographic TV series Brain Games demonstrating heightened amygdala reactions to 
fear-provoking stimuli such as spiders and snakes, as well as a clip comparing the happiness of 
lottery winners and paraplegics immediately after their life-changing events versus years later.  
Videos such as these change up the pace of lecture, reengage student attention, demonstrate ideas 
more effectively than me saying the same thing, and stimulate high-level student discussion. 
 
Summary 
Through this exposure to a variety of teaching methods, assessments, and course 
materials, students learn the broad strokes and the nuances of major perspectives in motivation 
and emotion (course goal 1), are more academically and intellectually prepared to critically 
examine empirical research (course goal 2), are better able to apply work on motivation and 
emotion to many different contexts including their personal lives and professional goals (course 
goal 3), and can communicate more effectively to a diverse audience (course goal 4). 
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Analysis of Student Learning and Engagement 
 
 In this portion of the portfolio, I describe analyses of student engagement and learning in 
my course, Motivation and Emotion (PSYC 462/862).  In order to make analyses more 
manageable to me and useful to future readers, I decided to focus on the two most important 
course goals along with assessment of the course overall, with corresponding analyses described 
below. 
 
Course Goal 1: Understand and critique major theoretical perspectives within the 
fields of motivation and emotion 
To examine student progress on this goal, I examined grades on group homework 
assignments, grades on the motivational theories paper, and how those grades corresponded with 
other course activities. I also collected examples of student work to demonstrate differences in 
levels of student performance. 
 Group homework assignments.  Recall that homework assignments for this course were 
completed in groups, and were meant to help students apply the assigned textbook reading and 
lecture material from the previous week to a novel, more challenging topic.  Before arriving at 
the in-class group work period each week, students read an assigned article (i.e., an empirical 
research article, a literature review paper, or an empirically-based lay article) and individually 
completed a Group Assignment Prep Sheet (GAPS) worksheet that helped them identify the key 
components of the article.  During class, they worked in groups to compose written responses to 
the homework prompts, then finalized their responses outside of class.  The group captain for 
each week submitted their group’s written responses.  Each student received an individual GAPS 
score, an individual contribution score based on their contributions to the in-class and out-of-
class group work, and a shared score on the group’s written responses to the prompts. 
Descriptive statistics.  Performance on the written response portion of group homework 
assignments was moderate to strong, with averages per assignment ranging from a low of 
74.33% (SD = 19.19) to a high of 91.62% (SD = 11.62), with an overall average across all 12 
assignments of 82.56% (SD = 18.55).  Taking into consideration students’ performance on 
GAPS and contributions to group work, the average homework score was 85.45% (SD = 11.84).  
See Table 1. 
Correlations and regressions.  Looking at group homework assignment scores student-
by-student, students’ scores on the written portion of the group homework assignments were 
very strongly correlated with their GAPS scores (r = .85, p < .001) and strongly correlated with 
their group contribution scores (r = .53, p < .001); see Table 1.  This could suggest that effective 
preparation for group work (via reading the assigned articles and completing the GAPS ahead of 
time) and engagement in group work during class time produced higher homework scores.  
However, another interpretation is simply that higher-achieving students tend to achieve high 
scores on GAPS, contributions, and written responses to homework assignments.  I was curious 
to see how the entire group’s performance on the homework assignments was influenced by the 
preparation and contributions of its constituent members.  I conducted a linear regression with 
each individual group’s homework score as the criterion variable, and the mean GAPS scores 
across members and mean contribution scores across members as the predictor variables; see 
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Table 1. Means, standard deviations, and correlations with confidence intervals for student performance measures. 
 
Measure M SD Mdn 1 2 3 4 5 6 7 8 
1. GAPS 
 
82.31 31.65 95.88 -        
2. Contributions 97.26 8.79 100.00 .29 
[.56, -.03] 
-       
3. Group HW 
written response 
82.56 18.55 89.86 .85*** 
[.92, .73] 
.53*** 
[.73, .26] 
-      
4. Revel reading 
quizzes 
88.93 11.14 94.55 .22 
[.50, -.11] 
.05 
[.36, -.27] 
.06 
[.37, -.27] 
-     
5. Motivation 
journals (combined 
journals 1-5) 
83.44 27.01 96.00 .62*** 
[.78, .37] 
.17 
[.46, -.15] 
.40* 
[.64, .10] 
.41** 
[.64, .11] 
-    
6. Motivational 
theories paper 
84.05 17.84 88.00 .61*** 
[.78, .37] 
.28 
[.55, -.04] 
.63*** 
[.79, .39] 
.20 
[.49, -.12] 
.52*** 
[.72, .25] 
-   
7. Creative project 91.46 6.75 94.00 .15 
[.45, -.17] 
.46** 
[.68, .17] 
.26 
[.53, -.06] 
.18 
[.47, -.14] 
.12 
[.42, -.20] 
.25 
[.53, -.07] 
-  
8. Attendance 71.93 18.34 75.86 .59*** 
[.76, .33] 
.40* 
[.64, .10] 
.57*** 
[.75, .31] 
.21 
[.49, -.12] 
.50** 
[.70, .22] 
.45** 
[.67, .16] 
.41* 
[.64, .11] 
- 
9. Overall course 
grade 
88.09 8.87 89.70 .80*** 
[.89, .65] 
.36* 
[.61, .06] 
.69*** 
[.83, .48] 
.67*** 
[.82, .45] 
.78*** 
[.88, .62] 
.65*** 
[.80, .43] 
.30 
[.57, -.01] 
.66*** 
[.81, .44] 
Note. Values are presented as percentages earned based on points possible.  Values in square brackets indicate the 95% confidence 
interval for each correlation. * p < .05.  ** p < .01.  *** p < .001. 
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Table 2.  As expected, group members’ 
GAPS scores (b = 0.177, β = .222, p 
< .05) and contributions (b = 0.539, β 
= .287, p < .01) were both significant 
positive predictors of group score on the 
written submission.  In other words, all 
group members received higher scores 
on their group homework submission if 
their group members came prepared and 
contributed actively during the in-class 
work sessions.  This underscores the 
importance of holding students 
accountable for both their preparatory 
work and their contributions, as not only 
does their own grade depend on these 
factors, but so do their group mates’ 
grades! 
 
Samples of student work.  To 
demonstrate differing levels of quality of written submissions on group homework assignments, I 
compared responses on a sample question from the last homework assignment of the semester.  
Appendix B includes the original text of three different responses to the same question. All three 
groups correctly identified the five basic emotions portrayed in the movie Inside Out.  Group 
response #1, however, was incorrect and unclear in its descriptions of the functions of those 
emotions; for instance, identifying the purpose of anger as allowing the character Riley “to 
express that she was angry” and the purpose of sadness as helping her “express to her parents 
that she was unhappy.”  Although group response #3 did successfully identify scenes from the 
movie that demonstrated the five emotions, the group’s explanation of how those emotional 
expressions helped Riley was inadequate. 
Group response #2 was stronger than #1, including accurate and relevant points about the 
function of the emotions (e.g., “fear… kept Riley safe from potential dangers” and “anger… 
helped Riley defend and stand up for herself”).  This group also provided reasonable examples 
from the movie to illustrate their contentions, though these examples were often so broad that 
they encompassed most of the movie rather than specific scenes (e.g., “This was shown through 
her family’s move from Minnesota”). 
Group response #3 was excellent.  This group correctly and clearly identified the function 
of each emotion outside of the context of the movie (e.g., “the protective function of fear” and 
the function of sadness as signaling “that we need to slow down, use less energy, and try to find 
social support”) before applying it to the movie.  The group then drew strong and clear 
connections between these functions and Riley’s behavior (e.g., “Using rejection as the 
functional mechanism, disgust did not allow Riley to eat that piece of broccoli so that she 
wouldn’t be nauseous”).  Finally, this group demonstrated a sophisticated understanding of the 
interactions between emotions: “Often appearing as opposites, sadness and happiness are both 
inclusive and very dependent upon each other…. We later come to find out that if it wasn’t for 
sadness… [Riley] would never know what happiness is.” 
Table 2. Simultaneous linear regression analysis of 
predictors of group homework score (N = 96). 
 
Variable B SE B β 
Intercept 22.768 
 
17.186 - 
GAPS 0.177 
[.018, .335] 
0.080 .222* 
Contributions 0.539 
[.166, .912] 
0.188 .287** 
F 9.792 
df 2, 93 
p <.001 
Adjusted R2 0.156 
Note. * p < .05.  ** p < .01.  *** p < .001. 
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 Motivational theories paper.  Students worked on their motivational project throughout 
the semester, completing five journals over the course of the semester as they planned and 
implemented behavioral changes by way of changes in motivation, to work toward a goal they 
had selected for themselves.  Through these experiences, they “test drove” a wide variety of 
motivational theories, tweaked their goals, and collected data on their outcomes.  Toward the end 
of the semester, they wrote a short paper in which they described the two motivational theories 
they had found most helpful throughout the semester, and then related both theories to their 
particular motivation goal. 
Descriptive statistics and correlations.  Students did very well overall on their 
motivational theories papers (M = 84.05%, SD = 17.84, Mdn = 88%); see Table 1.  Student 
performance on the motivational theories paper was positively correlated with performance on a 
number of other course components, including GAPS preparatory submissions for group 
homework, group homework assignments, motivation journals, and attendance; see Table 1. As 
noted above, this may be due to higher-achieving students simply performing better across all of 
their academic work.  However, it may also suggest that students who have learned the material 
better due to reading articles more closely for GAPS, thinking and writing more carefully on 
homework assignments, working methodically through the theories and implementing them 
successfully as reported on their journals, and attending lecture regularly, will thus perform 
better on assessments such as the motivational theories paper.  Taken together, this suggests that 
the opportunities designed to help students learn about motivational theory have been successful 
overall, and are tightly interconnected with one another. 
Samples of student work.  I have included three excerpts in Appendix C from students’ 
motivational theories papers to demonstrate differences in how students described and applied 
the two motivational theories they found most useful for their project throughout the semester.   
Response #1 mentions expectancy-value theory and includes a very cursory description 
of the theory (“a weighting out the pros and cons of achieving your goal. While [sic] at the same 
time having the confidence in yourself and how much you expect to be able to reach your goal”).  
The response is missing a clear description of both expectancy and value, and omits any mention 
of their multiplicative relationship.  The student then applies the theory to their own project by 
stating, “[N]o matter what I needed to do it was worth it to be able to begin to achieve my goal” 
(value) and “I believe I will be able to achieve [my goal] eventually” (expectancy), but again 
does not mention how these factors relate to one another.  The excerpt also shows a number of 
writing errors and citation errors (i.e., the student cited sources they didn’t actually read).  This 
shallow treatment of a major motivational theory represents lower-quality student work. 
Response #2 describes self-determination theory, but does not use this proper all-
encompassing term for the theory.  The student correctly points out the three basic human needs 
of autonomy, competence, and belonging and very briefly describes each.  Given that we spent a 
week of class, a full motivation journal, and a group homework assignment on each of these 
three psychological needs, a more thorough description of the theory is in order.  However, the 
student successfully applies the most relevant of these needs—belonging—to their motivation 
project, pointing out that “the more I fulfilled my need for belonging the more motivated I felt to 
complete my goal” and their friends “were able to form a group which continually motivated me 
to want to do better.”  Although the student didn’t go into much depth in explaining how being 
with others helped them meet their need for belonging, they provided a few different examples 
and related it clearly back to the theory. 
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Response #3 is an excellent example of a clear but brief description of a complex 
motivational theory and its application to the student’s motivation project.  The student tackled 
goal systems theory, describing its pyramidal structure, defining each level of the pyramid, and 
describing accurately and effectively the key concepts of equifinality and multifinality while 
providing a correct citation for the textbook.  The student then applied the theory successfully to 
their own goal, pointing out higher-order goals, mid-level goals, and goal means to help them 
work toward their goal.  They also analyzed how the various levels of goals were “intertwined” 
and worked to support goal achievement.  This student’s response is notably longer than the 
other two responses I have provided; this is the level of theoretical coverage and application that 
I was seeking in this paper.  Of note is that the student’s “voice” in response #3 is approachable 
yet professional—ideal for a college student audience as described in the assignment instructions. 
 
Course Goal 3: Apply theories and research on motivation and emotion across a 
variety of contexts, including in your own life 
To examine student progress on this goal, I examined grades on the creative project and 
how students described their motivation projects at the end of the semester. As above, I include 
examples of student work to demonstrate how the quality of student learning varied throughout 
the class. 
Creative project.  At the end of the semester, all students completed a creative project 
designed to help them translate what they learned in their semester-long motivation project into 
something useful for others outside of our class.  They were instructed to make and present a 
creative product (digital, physical, musical, demonstrative, etc.) in which they presented their 
goal and its importance; described three relevant motivational theories in their own words; made 
specific suggestions on improving motivation based on those theories and indicated how those 
motivational changes would improve behavioral outcomes; and showed creativity, effort, and 
clarity in the presentation. 
Descriptive statistics and correlations.  Students’ creative projects were indeed very 
creative and successfully represented motivational theory and its application, with their grades 
reflecting this (M = 91.46%, SD = 6.75, Mdn = 94%); see Table 1.  Grades on the creative 
project were positively correlated with homework contributions and with attendance, although it 
is unclear why this would be.  Creative project grades were uncorrelated with grades on the 
motivational theories paper (see Table 1); this was surprising, given that the creative project was 
meant to extend the concepts described in the motivational theories paper to a non-academic 
audience.  Creative project grades were also uncorrelated with other measures of student learning 
on GAPS, group homework assignments, and journals. Although the creative projects are my 
favorite part of the course, these findings suggest that they do not necessarily confer the desired 
learning benefits for students, particularly for students who choose “safe” projects for the 
purpose of earning a desired grade rather than trying a more “risky” project.  
Samples of student work.  Many students chose relatively “safe” project types to ensure 
they were able to meet the assignment criteria; informational brochures, websites, and flyers 
comprised more than half of the projects this semester.  Some of these were quite strong, but to 
encourage a bit of risk-taking I awarded a small amount of extra credit (up to 4%) for creative 
projects in which students took an interpersonal risk.  For instance, one student made a CD with 
five original songs she composed and performed about her struggle with overcoming depression.  
Another made a video in which she interviewed 30 strangers on campus about how they practice 
self-care and why it is important to them.  Yet another made a Dungeons & Dragons character 
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sheet about himself, drawing connections between his character’s strengths and weaknesses and 
how motivational theories could help him compensate.  These “risky” creative projects generally 
showed a great deal of personal investment, were more creative than most, and were popular 
among other students in the class.  However, these “risky” projects are generally not amenable to 
a written format such as this portfolio, so I have selected three examples of students’ creative 
projects that are visual in nature (see Appendix D) to illustrate variability in the quality of 
student work.  
Sample #1 (“Drink more water”) merely lists the student’s chosen theories with no 
written or visual description or explanation.  The student listed the benefits of their chosen 
motivational goal for the semester and provided four tips for successful goal pursuit; however, 
they drew no explicit connections between the theories and the tips provided.  Although the 
poster was visually attractive, it lacked sufficient content to inform the viewer about the theories 
or how to implement the provided recommendations.  This represents a lower-quality creative 
project. 
Sample #2 (“3 steps to a better love-life!”) shows a medium-quality creative project.  The 
student identified the importance of the goal and described three theories at an appropriate level 
of detail for a brochure, with a 1-sentence overview and a few key bullet points for each theory.  
The student also drew some explicit connections between their goal and these theories (e.g., 
“Belonging: The drive one has to maintain a positive interpersonal relationship”) and made 
appropriate recommendations based on some of the theories (e.g., “Consider discussing with 
your partner where you are at in your relationship and where you want your relationship to go”).  
However, some of the recommendations are quite vague or not well tied to their corresponding 
theories (e.g., “Remember to relax and have fun!”). 
Sample #3 (“Procrastination: Tips to end the cycle”) represents a high-quality creative 
project in brochure format.  This student drew on content from both the textbook and lecture 
(correctly citing both sources throughout and providing a correct APA-style list of references).  
They described three clearly relevant theories in sufficient detail for a brochure and incorporated 
directly relevant recommendations based on each.  Recommendations are not simply listed but 
explained within an empirical context (e.g., “Do not have daily mini goals.  They take more 
effort to complete and constant failures result in a lowered sense of competency and greater 
frustration”).  The brochure was obviously not created by a professional graphic designer; it’s 
fun and engaging but a bit frenetic to look at.  That said, the student did an excellent job of 
presenting relevant motivational theories, corresponding recommendations, and evidence 
supporting both. 
Student descriptions of motivation project.  As part of their fifth and final motivation 
journal, students were asked, “If you had to summarize your motivation project experience in 
one word, what word would you choose and why?”  I wanted students to evaluate their projects 
holistically, considering what they learned, their experiences planning and implementing their 
project goal, and their reactions to their goal progress and setbacks.  Students’ reactions and 
descriptions varied widely, as depicted in Table 3.  However, the clear pattern was that most 
students (28 out of 35, 80.0%) reported positive experiences.  An additional four students 
(11.4%) reported a mixture of positive and negative experiences (e.g., “Challenging: There were 
times when I felt disappointed with my lack of goal progress, along with times of sheer joy. I 
think this was a big learning experience for me and provided me with a lot of useful tools for 
future goals”).  These four students seemed to conclude that it was a difficult experience but that 
they gained something beneficial from having completed it.  One student (2.9%) reported a 
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Table 3. Students’ written descriptions of their motivation projects. 
 
Word selected to 
describe motivation 
project 
Additional description (if provided) 
Type of 
response 
Beneficial “I not only feel that participating in my goal itself was beneficial to my 
health, but the project itself was also beneficial.” 
+ 
Challenging “I would choose this word because this project challenged me to get out of 
my comfort zone. It was challenging in the best way” 
+ 
Challenging “There were times when I felt disappointed with my lack of goal progress, 
along with times of sheer joy. I think this was a big learning experience for 
me and provided me with a lot of useful tools for future goals” 
+/- 
Change “I have a more positive attitude, more confidence, and am much more 
productive.” 
+ 
Confidence “I felt confident that the goal was something I was completely capable of 
achieving. This confidence also makes me feel more motivated to set more 
goals and accomplish them.” 
+ 
Consistency “I choose this word because it means so much to me and my progress with 
who I want to be mentally and physically. “ 
+ 
Dedication “I now feel as if anything is possible with the right mindset and work 
ethic.” 
+ 
Determined “This experience has given me determination to complete the goals that I 
have set forth in my life.” 
+ 
Difficult  “I learned quickly at the beginning of my project’s lifecycle that it did not 
match the expectations of achievement.  However, I was motivated to at 
least try and improve which I did.” 
+/- 
Disappointing “I did achieve some progress, yes, but it wasn’t really what I was hoping 
for, and it led to disappointment.” 
- 
Discouraging “I don’t necessarily believe it’s a bad thing for me to feel discouraged. In 
the future I’m going to be much more deliberate about the goals I set. I 
believe that life is full of learning experiences that assist us for the better, 
and this goal project was an enormous one for me” 
+/- 
Empowering “Going for something even though I may fail, Trying skills I didn’t think I 
could do, Coming to terms with the fact that a positive outcome is not 
always guaranteed” 
+ 
Encouraging 
 
+ 
Enlightening “These goals focus on preventing negative outcomes, which lead to more 
personal unhappiness if I do not accomplish them.” 
+ 
Flexibility “[O]ne big thing that I noticed about this project is that you have to let your 
goal and yourself be flexible in order to achieve said goal.” 
+ 
Growth “I feel that I have grown as an individual through what I’ve learned in this 
course and elsewhere.” 
+ 
Impactful “This journey has been impactful in a number of ways and it is quite a 
relieving feeling!” 
+ 
Inclusion “[T]his word has been meaningful on a personal level because it 
encompasses my view of motivation. Inclusion represents acceptance of 
someone with as little judgment as possible and having your guard down 
despite your previous experiences.” 
+ 
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negative experience (“I did achieve some progress, yes, but it wasn’t really what I was hoping 
for, and it led to disappointment”), although they did point out some benefit from the project.  
Finally, there were two students (5.7%) whose responses were ambiguous as to their valence.   
Reading through students’ descriptions of their projects, it is clear that most students felt 
that the project was very beneficial to them academically and/or personally.  Consider a few 
sample responses: “Dedication: I now feel as if anything is possible with the right mindset and 
work ethic”; “Growth: I feel that I have grown as an individual through what I’ve learned in this 
course and elsewhere”; “Revealing: This project revealed to me the true priorities I hold at this 
Insightful “I understand better why I would fail on previous attempts and how to 
counteract those obstacles to be more successful.” 
+ 
Introspection “I learned that motivation is not something you either have or don’t. When 
I realized this my goal changed and had to take a turn inward.” 
+ 
Knowledge “This motivation project has taught me many things both from the 
motivation and emotion aspect and also my working towards the goal 
itself.” 
+ 
Liberating 
 
+ 
Non-specific “[Learning a] language is not specific enough to turn it into a goal.  It must 
be picked up naturally at some point.” 
? 
Perseverance “Being able to keep my best self in mind helped me change my behavior 
and my attitude.” 
+ 
Positivity “I am trying to be positive in my attitude and my body and my project and 
make positive changes with positive information to help me achieve my 
goals.” 
+ 
Progress “I made realistic progress towards it… I feel confident that my progress so 
far will push me to make this a larger part of my life” 
+ 
Revealing “[T]his project revealed to me the true priorities I hold at this point in life.” + 
Reviving “Through this project, I feel as though I’ve been revived, and I’ve been able 
to get that passion back. I feel really excited and have a much more positive 
view of running and goal-seeking than I did at the beginning of the 
semester.” 
+ 
Routine “[I] live out the goal in my day to day life because it has become routine.” + 
Tiring “[I]t was really hard trying to track my progress in the middle of taking 
eighteen credit hours. However, it is a reflection of what it takes to 
accomplish a goal.” 
+/- 
Trip “This class was so chock-full of different materials, assignments, topics, 
and everything that it was a journey. A trip” 
? 
Understanding “Being able to understand myself as well as the things life throws at me has 
been a huge part of my project and I am glad to have that understanding.” 
+ 
Useful “Now I have the knowledge of what makes a goal process successful as 
well as how they help you succeed outside of your goal and why goals are 
necessary in achieving success.” 
+ 
Work “All that work was worth it in the end” + 
Worthwhile “[I]t was well worth it in the end.” + 
Note. “+” indicates a positive response, “-” indicates a negative response, “+/-” indicates a mixed 
positive and negative response, and “?” indicates a response that is not clearly positive or negative. 
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point in life.”  These responses are reassuring that the vast majority of students find the project 
applicable and beneficial to their lives, demonstrating that the project successfully supports the 
achievement of Course Goal 3. 
 
Course Overall 
In addition to analyses specific to particular course goals described above, I examined my 
teaching practices in relation to student engagement and learning through self-report surveys 
administered at the end of the semester, as well as through an in-class teaching observation 
completed by a peer faculty member. 
 Survey responses.  Table 4 displays descriptive statistics for students’ end-of-semester 
ratings of their progress on course goals, perceived helpfulness of course components and 
assignments, difficulty and pace of the course, and overall evaluations of the instructor, the 
course, and their learning in the course.   
 
Table 4. End-of-semester feedback from students. 
Feedback item M SD Mdn 
Progress on course goals a    
Course Goal 1: Understand and critique major theoretical perspectives 
within the fields of motivation and emotion. 
4.48 0.59 5.00 
Course Goal 2: Critically examine empirical psychological research on 
motivation and emotion. 
4.32 0.63 4.00 
Course Goal 3: Apply theories and research on motivation and emotion 
across a variety of contexts, including in your own life. 
4.60 0.58 5.00 
Course Goal 4: Communicate effectively to both academic and non-
academic audiences. 
4.24 0.78 4.00 
Helpfulness of course components and assignments b    
Class lectures 4.32 0.75 4.00 
Textbook chapters 4.00 0.87 4.00 
Revel quizzes on textbook readings 3.48 1.19 4.00 
Articles for homework assignments 3.80 0.82 4.00 
Discussing and completing homework assignments in groups 4.12 0.93 4.00 
In-class examples, videos, activities, & demonstrations 4.36 0.64 4.00 
Motivation project journals 4.04 0.54 4.00 
Motivation theories paper 3.80 0.86 4.00 
Creative project & presentation 3.92 0.78 4.00 
How do you feel about the difficulty of the class? c 3.12 0.53 3.00 
How do you feel about the pace of the class? d 3.16 0.37 3.00 
Compared to other instructors you’ve had, how good was this instructor? e 6.64 0.57 7.00 
Compared to other courses you’ve taken at this level, how good was this course? e 6.04 0.89 6.00 
Compared with courses at a similar level, the amount I learned in this course was? e 5.92 0.95 6.00 
Note. a Response scale ranged from 1 (I did not improve or I got worse on this goal) to 5 (I improved a great deal 
on this goal).  
b Response scale ranged from 1 (Not helpful) to 5 (Very helpful).  
c Response scale ranged from 1 (Very easy) to 5 (Very hard) with a midpoint of 3 (About right).  
d Response scale ranged from 1 (Very slow) to 5 (Very fast) with a midpoint of 3 (About right).  
e Response scale ranged from 1 (Among the worst) to 7 (Among the best). 
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Students reported they improved between “quite a bit” and “a great deal” on each of the 
four course goals, with the greatest improvement in their ability to apply theories and research on 
motivation and emotion across a variety of contexts, including in their own lives (M = 4.60, SD = 
0.58).  The most helpful components of the course were reported to be the in-class lectures (M = 
4.32, SD = 0.75) and related examples, videos, activities, and demonstrations (M = 4.36, SD = 
0.64), followed by discussing and completing homework assignments in groups (M = 4.12, SD = 
0.93), motivation project journals (M = 4.04, SD = 0.54), and textbook chapters (M = 4.00, SD = 
0.87).  Each of these represented a response of “quite helpful” to “very helpful.”  Students found 
the Revel quizzes on the textbook readings only “somewhat helpful” (M = 3.48, SD = 1.19); the 
remaining course components ranked between “somewhat helpful” and “quite helpful.” 
 At the end of the semester, students reported the difficulty and pace of the course were 
“about right” (M = 3.12, SD = 0.53; M = 3.16, SD = 0.53, respectively).  Turning to students’ 
overall evaluations of the course, they reported strongly positive attitudes toward the instructor 
(M = 6.64, SD = 0.57), the course (M = 6.04, SD = 0.89) and their learning in the course (M = 
5.92, SD = 0.95), where 6 = a lot better than average and 7 = among the best. 
 In addition to these numeric ratings, I sought students’ feedback about what they liked 
and disliked about the course and their recommendations for the course in the future, using four 
open-ended questions.  Students’ written feedback corresponded closely with their numeric 
ratings, with frequent mentions of their liking of instructor-led class experiences including 
lecture and in-class activities, examples, and demonstrations (N = 8); working in their groups (N 
= 11), and the real-world applicability of the motivation project (N = 9).  A handful of students 
also mentioned they liked the assigned articles (N = 3) and the textbook (N = 1).  For disliked 
aspects of the course, students most frequently nominated the GAPS written assignments (N = 8), 
the assigned articles (N = 6), group work (N = 3), Revel quizzes (N = 3), and the workload in 
general (N = 4).  No students specifically mentioned the creative project or presentation in their 
open-ended responses; however, this could be because the end-of-semester feedback was 
completed the week before the creative project was due, so students had not yet completed (and 
many had not yet started) their creative projects and could not report their experiences with it. 
Teaching observation.  At the end of the sixth week of the semester, I invited a peer 
faculty colleague to come observe my class.  My classroom observer was Dr. Cal Garbin, John 
Weaver Professor of Psychology, member of the UNL Academy of Distinguished Teachers, and 
Donald O. Olson Fellow of the UNL College of Arts and Sciences Teaching Academy, with a 
nearly 35-year teaching career at UNL.  Cal is a close colleague and friend, and we have had 
many (many) conversations about effective teaching and increasing student learning, so I was 
delighted to have him give feedback on my teaching.  On this particular day, we were wrapping 
up a three-week unit on self-determination theory, having discussed the intrinsic-extrinsic 
motivation continuum and the three basic psychological needs of autonomy, competence, and 
belonging in great detail.  I began by having all students read a 2.5-page NPR article titled 
“School shooters: What’s their path to violence?”  As they read, they were asked to underline 
belonging-related motives mentioned in the article and then discuss with a peer what this 
indicates about belonging as a basic human need (in contrast to something “nice to have”).  I 
then presented a 10-minute lecture on research paradigms that explore rejection; cutting-edge 
research on how painkillers can “deaden” emotional pain but also positive emotions; and the 
internal, behavioral, and long-term reactions to rejection.  I then returned to the place that 
belonging holds within the broader self-determination theory, pointing out a few ways that 
autonomy, competence, and belonging interact to produce intrinsic motivation, which in turn 
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increases feelings of self-determination, which leads to positive outcomes.  Finally, we returned 
to the NPR article on school shooters.  I asked students to get into small groups and work though 
the article together to identify quotes that suggest that school shooters’ psychological needs may 
be unmet, to brainstorm ways in which a school shooting may be an attempt to fulfill these needs, 
and to come up with suggestions to help would-be school shooters meet their needs in healthier 
ways.  Appendix E includes Cal’s written comments in their entirety based on his observation of 
this class meeting.  Of particular note is the following excerpt:  
 
It was a 50-minute “clinic” in how to run an active classroom!  How to not only present 
information, but infuse it into the activities and conversations… How to move from topic 
to topic with changes in activities that highlight changes in content… How to anticipate 
what’s coming, review what’s repeated, and integrate each of the important bits into a 
picture of the whole…  How to blend different “standard” techniques (think, pair, share; 
scripts; call-backs; just-in-time) so that the focus is the information being acquired, 
integrated and applied, not the techniques… How to move back and forth between top-
down and bottom-up looks at the information so that different learning styles are well-
served…  How to prepare students for the upcoming conversation, assignment, exam, and 
real-life applications of all this new stuff…  And making it all so interesting that students 
were genuinely engaged in the small group and whole class conversations, and the time 
flew by!   
 
Indeed, students were still discussing and brainstorming actively after 20 minutes of 
discussion, and many seemed reluctant to wrap up the class period.  As Cal pointed out, when he 
asked a few students after class to “tell me three things you learned in class,” they got so into it 
that they were still talking animatedly with each other 10 minutes later when Cal got up to leave.  
Cal’s observations dovetail with students’ reports of their own experiences in class, with 
particular praise for engaging in-class activities and discussions that involve all students.  This 
class period is an excellent example of how I work toward the course goals, particularly Course 
Goal 1 (Understand and critique major theoretical perspectives within the fields of motivation 
and emotion) and Course Goal 3 (Apply theories and research on motivation and emotion across 
a variety of contexts, including in your own life).  In this class period, I used lecture and in-class 
discussion to increase student learning.  However, this class period would not have been possible 
without students having a strong foundation formed by close reading of the textbook and the 
assigned articles, careful analysis of the theories stemming from group assignments, and regular 
attendance and engagement at prior class meetings. 
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Reflection on the Course 
 
I first taught Motivation and Emotion in spring 2017.  I completed this Peer Review of 
Teaching portfolio based on the third time I taught the course, in spring 2019.  This time around, 
I was more intentional about creating important course goals and learning objectives; designing 
teaching methods, materials, and course activities that encouraged achievement of those goals 
and objectives; and used backward planning to determine how I would assess them.  My students 
made substantial progress toward their learning goals, and I, through a year-long planning and 
assessment process, did the same for my goals in this project. 
 
Successes 
 Students showed a strong grasp of motivational theories and their application across a 
variety of contexts, as indicated by their group homework scores, motivational theories papers, 
and creative projects, as discussed in greater detail above.  Student feedback on the end-of-
semester survey and the teaching observation discussed previously also demonstrate students’ 
high level of engagement in the course.  In particular, students reported strongly positive 
evaluations of the instructor, the course, and their learning in the course, suggesting that they at 
least perceived it was a beneficial experience for them. 
 The motivation project—including the five journals, creative project, and presentation—
was one of the most successful aspects of the course.  Students reported enjoying the motivation 
project, indicating they found its real-world applicability particularly beneficial to their lives 
outside the classroom.  Indeed, most (80%) students reported positive descriptions of their 
project experiences, and another 11.4% reported somewhat positive descriptions.  Only one 
student out of 35 reported a negative experience. 
 Most students also enjoyed working in groups and showed substantial learning through 
discussing and completing group assignments, while at the same time keeping the instructor 
workload manageable (as I only had to grade one assignment per group each week, instead of 
one assignment per student each week).  As is common, many students were anxious at the 
beginning of the semester about having their grade depend on the work of others (Svinicki & 
McKeachie, 2013, Ch. 14).  By the end of the semester, a few students (N = 3) were still 
unconvinced about the benefits of group assignments, but many more students indicated that they 
found group work engaging, beneficial, and fun.  There were, probably predictably, a few 
students who didn’t put in their fair share of the work to their group’s efforts, and I have some 
ideas on reducing that problem in the future (see below).  Overall, though, I am encouraged by 
the proportion of students who learned that group work doesn’t have to be miserable—and can 
actually be tremendously useful. 
 I also incorporated a small grace for my students—especially in their group work—and to 
make my own workload more manageable.  I offered all students a one-time, no-questions-asked 
72-hour extension “freebie” to be applied on almost any assignment throughout the semester.  
This helped dispel much of the anxiety related to group work, because if a group captain turned 
in an assignment late, they could simply apply their freebie to the submission and eliminate any 
late penalty that would otherwise accrue to their group members.  This also made it easier for me 
to not have to determine which student excuses were valid or not, and students appreciated the 
greater flexibility without having to disclose personal circumstances. 
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 The previous time I taught this course, attendance on lecture days hit a low of about 33% 
toward the end of the semester.  In contrast, this semester the median attendance rate on lecture 
days was slightly above 75%.  This major improvement in attendance stemmed, I believe, from a 
minimal change: I told students that if their attendance was greater than 75% for the semester, I 
would drop their lowest homework grade and replace it with their highest.  For the students who 
earned this substitution, it represented an average boost of 8.5 points—about 1% of the overall 
course grade—but likely resulted in much greater learning than if they had skipped those class 
periods. 
 Finally, as indicated by student feedback, Cal Garbin’s observations, and my own 
feelings about the class, the interactive lecture nature of non-group-work days is very successful.  
I begin most lecture periods with a “question of the day” (e.g., “Is the popular pay-for-reading 
program Book It! an effective motivational program?  Why or why not?” and “Make a list of all 
the ways in which you have delayed gratification so far today.  How did you do it?”).  
Sometimes we do think-pair-share, sometimes a brief free-write, other times a write-and-pass 
technique, and yet others a whole-class discussion.  These questions help frame the day’s content, 
inspire student interest and curiosity, and allow us to draw connections to other ideas from 
throughout the class or beyond.  Over the three times I have taught this class, I have identified 
and incorporated beneficial activities, exercises, demonstrations, and videos into every single 
lecture period—usually 3-4 per 50-minute period.  I have figured out what content is most 
important to cover in class, what students can be trusted to learn by reading their textbooks, and 
what the most challenging topics are that can be expanded upon through group discussion and 
analysis.  After class, I make notes about one way to improve that day’s lecture for the future, so 
while I certainly do plan to continue to make improvements to lecture, I view those changes as 
incremental rather than sudden. 
 
Challenges & Planned Changes 
 Workload. The biggest challenge in this course for both the students and me is the 
workload.  Across most of the semester, the workload was heavy but steady, with a textbook 
chapter, Revel reading quiz, empirical article reading, GAPS, and group assignment due each 
week.  The end of the semester was particularly dense with deadlines, with the fifth motivation 
journal, last GAPS, last group assignment, motivational theories paper, Nebraska Symposium 
paper, and creative project all due within two weeks—and, for graduate students, the poster 
presentation and empirical research extension paper also due during this time period.  There is a 
necessary tradeoff between quality and quantity of student work, so that when students are 
expected to do a great deal of work for a class, they will tend to do it at a lower quality—for 
instance, skimming a reading rather than reading it in more depth or submitting “rougher” drafts 
of written work (Barre, 2016).  According to the Carnegie Unit system for determining credits 
earned for college coursework, a 15-week 3-credit lecture course such as my Motivation and 
Emotion class should include three hours per week of direct instruction plus six hours per week 
of “student preparation time” such as completing readings, quizzes, homework, and other course 
work (US Department of Education, 2008).  However, according to the popular course workload 
estimator created by the Rice University Center for Teaching Excellence 
(https://cte.rice.edu/workload), my students were spending approximately 10 hours per week 
outside of class—thus, I need to reduce their workload by 40 percent to match standard higher 
education expectations.  At the same time, I was struggling to keep up with the grading load 
throughout the semester—even with the assistance of an undergraduate teaching assistant who 
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graded GAPS and other low-stakes assignments, imported Revel quiz scores in the gradebook, 
etc.—not to mention my grading load toward the end of the semester.  I realized that although 
this is the third time I have taught the course and so my lectures and in-class activities are pretty 
well set, my workload hasn’t declined much.  This is because each semester I have to spend a 
great deal of time reading and grading a large amount of students’ written work, so the time 
savings from having pre-prepped a class is fairly minimal.  That suggests that the most effective 
way to reduce my workload for this course is by reducing the amount of written work I assign. 
 GAPS and group assignments.  In addition to the overall workload, several students 
complained specifically about the disparity between the substantial effort required to read the 
research articles and write up the associated GAPS and the few points they received for doing so.  
I plan to address this concern in four ways, while substantially reducing the workload for both 
students and me.  First, I will reduce the number of group homework assignments from 12 to 
about 8, with group work and subsequent submission about every two weeks rather than every 
week.  I think this will still give students enough practice reading, discussing, and writing about 
motivational theories and psychological research to achieve the course goals, while making the 
workload more manageable.  Second, I will replace 1-2 of the empirical articles with either more 
accessible readings from scientifically-oriented lay publications or with excerpts of empirical 
articles.  I hope that this will help students see how motivation science is more applicable to real-
world scenarios and will also help them be more engaged in their readings to reduce the tendency 
to skim.  Third, I will create a GAPS assignment specifically tailored to each assigned article 
rather than assigning students to complete a generic GAPS assignment for each article.  This will 
cue students to the most important aspects of the reading, will help them tie specific theories to 
the reading, will allow me to draw elements from the textbook and lecture into the GAPS, and 
will more effectively set up group work, as I can build group assignment questions on top of 
GAPS questions.  I view this as an effective way to further incentivize and reinforce textbook 
reading without requiring additional assessments such as exams.  Fourth, I will make GAPS 
worth more points, perhaps 10 points rather than 5, to underscore the importance of careful 
completion of the GAPS and successful preparation for group work.  In addition to these changes 
to the structure of GAPS and group assignments, I plan to verbally reinforce the importance of 
this component of the course by reiterating that GAPS are low-stakes because I don’t necessarily 
expect students to get everything right based on reading a complex article on their own, but I do 
want them to work hard on their own; I will also show them the data I have collected this 
semester on the substantial correlations between group members’ GAPS scores, contribution 
scores, and the group submission grade to demonstrate how successful preparation and 
contribution benefits all group members in addition to the student themselves. 
 Eliminate redundancy.  Another way of reducing workload while maintaining rigor is by 
reducing redundancy in the assigned work toward the end of the semester.  I realized that I ask 
students to identify and explain the 2-3 most important motivational theories for their motivation 
project in three different assignments (Motivation Journal 5, motivational theories paper, and 
creative project); for graduate students, they also do this in the poster presentation and the 
empirical extension paper.  I plan to eliminate Motivation Journal 5 and incorporate its key 
elements into the motivational theories paper (select and describe 3 most relevant theories), the 
creative project (final progress report on their motivation project), and an in-class writing 
exercise (describe your project in one word). 
 Journals.  In addition to eliminating Motivation Journal 5, I plan to reduce the length of 
journals 1-4, so that they are focused more on students’ understanding and application of key 
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theories to their motivation project.  By requiring students to explain theories in their own words, 
it will build student knowledge and communication skills, and will allow me to check their 
understanding more clearly.  I can then focus the remainder of the journals on students’ 
application of the theories to themselves, and their analyses of how well those theories apply.  To 
reduce my workload, I could consider grading only a subset of the responses on each journal—
e.g., the responses that deal directly with the theories.  There is precedent for this (e.g., STP Past-
President Sue Frantz’s grading of “write-to-learn” assignments); however, I’m not sold on the 
idea in this context because I think the emotional connections I form with my students are based 
in large part on me reading each of their answers and responding to them individually. 
 Student accountability.  At present, students are held responsible for completing the 
assigned lecture readings by completing online mastery-based Revel quizzes.  To reduce the 
tendency for some students to cheat by looking up answers online or collaborating with a peer, 
students only needed a score of 85% or better to earn full credit on a Revel quiz, thus making it a 
lower-stakes assessment.  Because Revel includes the ebook, it is also able to track students’ 
reading time.  Mean reading time for a randomly-chosen chapter was about 75 minutes—a 
reasonable amount of time to read a 35-page textbook chapter.  However, 11 of my 35 students 
spent less than 20 minutes reading that chapter—so they probably weren’t “reading” so much as 
glancing at headings or skimming the chapter summary.  This suggests that about a third of my 
class wasn’t taking the textbook readings seriously; they were able to jump right to the Revel 
quiz, look back at a few sections of the book to answer the Revel questions, and otherwise never 
read the book.  I plan to address this issue through more clearly incorporating textbook content 
into required responses in GAPS and motivation journals.  Students also reported that they found 
the Revel quizzes only “somewhat helpful” for their learning, probably because the quiz 
questions for this particular title are typically quite abstract and sometimes have incorrect 
answers in the key.  I plan to either replace problematic Revel quiz questions (if possible in the 
Revel platform) or simply do online quizzes within Canvas instead so that I can create and edit 
questions as I choose.  Another option would be to include in-class reviews of the textbook 
content through Jeopardy-style games for a small incentive, such as a few bonus points, first 
choice of presentation dates, the ability to drop a low assignment score, the ability to turn in a 
late assignment without penalty, etc.  I haven’t yet decided how exactly I will motivate students 
to read the textbook more closely, but again, I will likely make these changes incrementally 
rather than all at once. 
 Related to the need for increased accountability for learning the key content, I need an 
objective way to assess student learning throughout the course.  I would like to administer a 
knowledge pretest and posttest assessing students’ knowledge of and ability to apply various 
motivational and emotional theories, so that I can more clearly quantify student learning in this 
course. 
 Group work.  Most students enjoy group work in this course and perceive substantial 
benefits from the experience, yet I believe it can be improved further.  I plan to start the semester 
by talking explicitly about the value and importance of group work, both in academic and work 
settings, and discuss how the higher-level intellectual work of these assignments generally 
cannot be done at the same level by students working individually.  I also plan to reframe the 
way I talk about groups by calling them “teams” instead, and emphasizing the reciprocal and 
collaborative nature of the experience.  Early in the semester, perhaps one or two class periods 
before the first group work day, I will have students meet in their new teams to discuss and 
establish the “rules of engagement,” such as expectations for how they will work together, how 
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and when they will communicate outside of class, what will happen when the team expectations 
are violated by any member, how they can renegotiate expectations if needed, and the process for 
removing a member (including what prior warning that person must have).  I want teams to do 
this themselves rather than following a set of guidelines that I impose, to build cohesion and to 
emphasize my expectation that they manage themselves.   
For students’ contribution grades, I have been observing each group closely during class 
and then emailing the group captain afterward each week, asking them to fill out an online 
survey based on their members’ contributions for the week.  This has been burdensome for me to 
collect and manage every week, and may lead captains to exaggerate members’ contributions due 
to social pressure not to report negatively on their peers.  In the future, I plan to adopt a strategy 
employed by Prof. Anna Hiatt, Assistant Professor of Practice in Biological Sciences at UNL, 
perhaps using the Group Work Contribution Scale (Joo & Dennen, 2017).  Dr. Hiatt asks all 
students to evaluate their teammates three times throughout the semester.  At each evaluation, 
students are told the mean numeric rating given by their peers, along with anonymized written 
comments.  The first two evaluations are for formative purposes—that is, the ratings do not 
affect students’ grades but merely serve to inform them of how they are doing in their groups, 
and provide direction for improvement.  The third evaluation informs the contribution grade 
awarded to each student at the end of the semester.  I like this strategy because it will cut down 
on my weekly housekeeping chores of tracking down group captains, downloading online survey 
responses, and calculating group assignment grades weighted by contributions.  It will also give 
students direct feedback from multiple peers about how they are doing and what they can do 
better. 
 Motivation project.  I have a love/hate relationship with the creative project portion of 
the motivation project.  On the one hand, some students create very impressive, personally 
meaningful, and professional-quality creative projects that show clear integration of motivational 
theory to a non-academic audience.  On the other hand, other students clearly put in the bare 
minimum of effort, completing the project only because it is required and not because they 
perceive any importance or benefit to themselves.  Student feedback on the creative project was 
too preliminary to be of much use, but the weak correlations between scores on this project and 
other course work suggests that it may not substantially boost student learning.  However, 
informal feedback from a small number of students who completed “risky” projects—that is, 
those that involved trying a new activity or making themselves emotionally vulnerable—
indicates they found the creative project both helpful for their learning and personally rewarding.  
Thus, in the future I plan to encourage students to try unusual projects rather than “safe” ones, 
perhaps even offering a small amount of extra credit to those who complete a project other than a 
brochure, flyer, or website.  I could also grade the creative project more stringently, perhaps 
providing a more detailed rubric and providing a few examples of “excellent,” “good,” and 
“marginal” level projects for students to see my expectations more clearly. 
 Similarly, I plan to provide a clearer rubric and samples of motivational theories papers 
for students to reference as they work on their projects, with the goal of improving the quality of 
student work and decreasing variability.   
Finally, as mentioned previously, I plan to replace Motivation Journal 5 and wrap its 
elements into the motivational theories paper, the creative project presentation, and an in-class 
writing exercise.  I hope this will reduce the workload and redundancy of the project, and allow 
students more time to create really strong creative projects. 
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Improvements for graduate students.  Because the motivational theories paper that all 
students complete substantially overlaps with the empirical extension paper that the graduate 
students complete, I will have the graduate students complete only the empirical extension paper.  
I also plan to make the empirical extension paper more rigorous, with more required empirical 
sources, clearer expectations for the poster and the extension paper, and clear intermediate 
deadlines throughout the semester for graduate students to submit portions of their poster and 
paper as they go.  This, I believe, will reduce procrastination, allow me to provide feedback with 
less time pressure, and will allow students to revise their work, creating better posters and papers 
in the end. 
 
Questions for Reviewers 
 With the above plans for improvements to the course, I have a few questions for 
reviewers of this portfolio to consider (and, of course, additional suggestions and questions are 
welcome). 
1. Do you have additional suggestions on how to substantially reduce student and instructor 
workload while maintaining rigor and achieving the course goals?  Would it be 
appropriate to eliminate one or more course goals entirely (i.e., a vertical cut)?  Or is the 
better strategy to trim a bit of the assigned work from each course goal (i.e., a horizontal 
cut)? 
2. I have outlined plans to improve the course mainly through incremental changes.  Given 
that I cannot reasonably implement all of these changes at once, and that making several 
changes simultaneously makes it very difficult to assess the effects of any particular 
change, in what order would you recommend I implement these and/or other changes?  
How long should I implement one set of changes before implementing additional changes 
or abandoning an unsuccessful change? 
3. In prior semesters, students would frequently skip the out-of-class preparatory work, 
participate in the conversation during the in-class group work session, and share their 
group’s score on the written work, earning 20/25 points for the assignment.  Other 
students would complete the out-of-class preparatory work, sit silently during the in-class 
group work session, and share their group’s score on the written work, also earning 20/25 
points for the assignment.  I view both of these sets of behaviors as freeriding on the 
work of group members who came prepared and who contributed actively.  So this 
semester, I took students’ scores on the written work that was submitted by their group, 
and weighted those scores based on their GAPS score and their contribution score.  This 
way, if a student didn’t complete the preparatory work or didn’t contribute to their group, 
they received less credit on the group’s written response than a student who was prepared 
and who contributed.  In other words, students received a “double-whammy” for failure 
to prepare or failure to contribute, with both a reduced score on the GAPS or 
contributions aspects of their grade and a reduced score on the group’s written response.  
Here’s my question for reviewers: Is this a fair and effective way to hold students 
accountable for their out-of-class preparations for group work, as well as their in- and 
out-of-class contributions to the group? Is there a better way to recognize and motivate 
successful preparation and contributions to the group’s written work? 
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What I’ve Learned in Developing the Portfolio  
 Participating in the Peer Review of Teaching Project has been a valuable learning 
experience for me, and I believe it will be beneficial to my students’ learning and engagement as 
well.   
First, I have learned how to do backward planning from start to finish.  I have done some 
backward planning (mapping course assignments on to course goals) and some forward planning 
(e.g., selecting exam questions based on learning objectives) in the past.  But I hadn’t previously 
gone through every course goal, learning objective, course activity, and assessment to see where 
they align and to fix misalignment.  I hadn’t provided clear rationales for my course goals that 
help students see the academic connections and real-world applicability of the concepts and 
skills they will learn in my class.  I hadn’t thought systematically about how the activities I used 
in class needed to be tied to specific learning objectives, rather than just how they would spice up 
a long stretch of lecture.  I also learned how much time and effort is required to do a full 
backward planning process.  My backward planning process for this project took many hours (a 
conservative estimate would be at least 10 hours to establish course goals and rationales and to 
map learning objectives, course activities, and assessments onto those goals), and many, many 
more hours (well over 50 hours) to assess student learning and engagement and to write this 
formal portfolio.  So one important lesson to be learned is that it’s hard and it takes time. 
A second lesson I have learned is that working with others helps.  I drew on teaching 
materials and informal conversations with psychology colleagues around the country to come up 
with activity and assignment ideas and to troubleshoot likely problems for this particular class.  I 
had many conversations with UNL colleagues across disciplines to identify challenges and 
successes, and to encourage each other to approach our courses from different angles. 
Finally, I have been reminded again and again of the importance of incremental change, 
as advocated by Bernstein (2018).  I have a checklist of plans to improve student learning and 
engagement in my course.  Although I’m not yet certain of the order in which I will implement 
these changes, I am certain about the benefits of incremental change for two major reasons: First, 
making small changes allows overworked faculty members to improve their courses bit by bit 
without increasing their workload to an overwhelming level.  Second, making one change at a 
time allows faculty members to assess the effects of these changes—whereas making several 
changes simultaneously makes it impossible to determine which change drove improvements (or 
decrements) in student learning.  As someone whose research area lies in the scholarship of 
teaching and learning, my laundry list of planned changes to my Motivation and Emotion course 
should keep me busy and engaged for years to come. 
At the very beginning of this year-long project, I created three goals for myself: first, to 
document and reflect upon my teaching behaviors to improve my teaching across courses; 
second, to strengthen my promotion file; third, to contribute to the University and broader 
academic communities.  Over the past year, I have successfully achieved the first goal in this 
course and in applying what I’ve learned in the Peer Review of Teaching Project to my other 
classes; I have made a big step toward the second goal though the completion of this portfolio, 
though it will be another year or two before I go up for promotion to associate professor of 
practice; and I have achieved the third goal through my interactions with other PRTP faculty in 
the development of their portfolios.   
Through reflecting on my course goals, I realized that I had never reflected on why I had 
identified the course objectives that I had been using.  What was my motivation for establishing 
these objectives?  What were the emotional antecedents for and outcomes of these objectives? In 
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other words, the process of thinking systematically and thoroughly about course goals shifted my 
thinking to the “big picture” considerations surrounding the purpose and importance of education, 
and how the value of this course can transcend the gradebook and the classroom walls. 
 I anticipate disseminating my findings within my department, college, university, and 
with colleagues throughout my discipline.  For instance, the Society for the Teaching of 
Psychology (APA Division 2) has an “E-xcellence in Teaching” blog, a “This is How I Teach” 
profile series, and a series of ebooks that focus on issues such as instructional design and 
teaching effectiveness, any of which might potentially be a good fit for portions of this portfolio.  
I also attend and present at national and regional teaching-focused conferences, so there are 
many outlets for this course portfolio in addition to posting it on my institution’s Digital 
Commons website.  More directly, I plan to use these experiences to improve student learning, 
student engagement, and student retention in my courses in the coming years. 
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Appendix A: Course Syllabus 
 
Motivation and Emotion (PSYC 462/862) 
Burnett 203 
Mon/Wed/Fri 9:30-10:20am 
 
Professor: Dr. Carolyn Brown-Kramer (Dr. BK) 
Email: cbrownkramer2@unl.edu 
Phone: xxxxxx 
Office: xxxxxx  
Teaching Assistant: xxxxxx 
Email: xxxxxx 
 
Course description: This course is about WHY.   Why do we choose a different meal from others at our 
table, even if we’d really rather eat the same thing as someone else?  Why do we keep eating even after we’re 
full?  Why are slot machines so addictive?  Why do we choose to take on difficult tasks, and what keeps us 
going in the face of challenge?  Why do care so much about what others think of us?  This course is also about 
HOW.   How can we persist in the face of adversity?  How can we make better plans to increase our chances of 
success?  How can we automate easy tasks to free up more brainpower for the really hard stuff?  How do we 
choose between a better-paying job and a more fulfilling job?  How do our emotions shape whether we fight, 
flee, or befriend?  How do we harness our emotions to become happier, healthier, wiser, and better people?  If 
you are curious, hardworking, and enjoy a collaborative and active learning experience, this may be the 
course for you. 
 
Course Goals: 
What skills will you improve 
upon through the successful 
completion of this course? 
Rationale: 
Why should you care about improving upon these 
skills? 
Learning Objectives: 
How will you build these skills in this course?  
And how will I know if you have achieved these 
skills? 
Course Goal 1: Understand 
and critique major 
theoretical perspectives 
within the fields of 
motivation and emotion.  
When you read about a mass murder, try to 
comfort a friend about a challenging situation at 
work, interact with students who can’t see the 
point of doing their homework, or participate in 
discussions about emotion and motivation, you 
will have the tools to say, “I know something 
about what may be driving the behavior, and 
here’s how that understanding can be helpful.” 
1. Summarize theories of motivation and 
emotion. 
2. Compare, contrast, and integrate theories of 
motivation and emotion. 
3. Evaluate and analyze theories of motivation 
and emotion. 
4. Describe the dynamic relationships between 
motivation, emotion, and human behavior. 
Course Goal 2: Critically 
examine empirical 
psychological research on 
motivation and emotion. 
By developing your scientific literacy and critical 
reasoning skills, you will be better able to interpret 
and interact within an increasingly complex world 
of claims, arguments, conjecture, and evidence. 
5. Apply psychological research findings to 
theories of motivation and emotion. 
6. Use psychological research findings to 
predict motivated and emotive behavior. 
7. Critique psychological research as it pertains 
to theories and observations of motivation 
and emotion. 
Course Goal 3: Apply 
theories and research on 
motivation and emotion 
across a variety of contexts, 
including in your own life. 
Whether you struggle with using your emotions in 
an adaptive way, motivating yourself to complete 
work on time, sticking with an exercise regimen, 
or perhaps have some other challenge, you will 
develop an understanding of “what goes wrong” 
and how you can set yourself up for success, 
implement useful strategies, and reflect upon both 
setbacks and successes to improve in the future.  
You will also learn about how research and theory 
on motivation can improve others’ behaviors and 
outcomes in many different situations. 
8. Identify, summarize, and apply relevant 
empirical research to a variety of contexts. 
9. Critique and apply theories of motivation 
and emotion to a variety of contexts. 
10. Design, implement, and critique evidence-
based motivational and/or emotional 
interventions to improve your own 
behavioral outcomes. 
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Course Goal 4: 
Communicate effectively to 
both academic and non-
academic audiences. 
As a member of an academic community as well 
as the broader community, you must be able to 
communicate effectively in speech and writing in a 
variety of contexts.  By developing your written 
and oral communication skills now, you will be 
better poised to engage with a broad audience 
throughout the rest of your life. 
11. Discuss and write effectively as a member 
of a team to propose solutions to human 
problems. 
12. Write clearly and effectively for an 
academic audience. 
13. Write clearly and effectively for a non-
academic audience. 
14. Present effectively about theories of 
motivation and emotion and their relation to 
real-world behavior. 
 
Prerequisite: Junior standing or above. Co-requisite or prerequisite recommended: Research Methods and 
Data Analysis (PSYC 350). 
 
Course Materials: 
• Revel for Motivation Science Access Card (about $90): A slip of paper with the 
information you need to purchase Revel (this is your textbook in e-book 
format) is in the bookstore.  Once you purchase the access number (on the slip 
of paper in the bookstore), you will set up your account in Revel.  Once you’re 
in the online Revel environment, you will be asked if you’d also like to 
purchase an OPTIONAL loose-leaf copy of the text as well (about $19). 
o Edward Burkley & Melissa Burkley, Oklahoma State University 
o ISBN: 9780134409283 
o Publisher: Pearson 
o Copyright: 2018 
• Additional course materials will be posted on Canvas. 
Class website (Canvas): http://canvas.unl.edu  
 
Grading: 
(Note the different columns for students enrolled in PSYC 462 and students enrolled in PSYC 462H or 862): 
  PSYC 462 PSYC 462H or 
PSYC 862 
Information page  10 points 10 points 
Avoiding plagiarism tutorial  15 points 15 points 
Nebraska Symposium assignment  25 points 25 points 
Revel quizzes 11 x 25 points each =  275 points 275 points 
Group assignments 12 x 25 points each =  300 points 300 points 
Motivation project  200 points 300 points  
Total  825 points 925 points 
 
Final grades will be calculated based on the number of points earned out of the total available as follows: 
A+ 97% or above B+ 87-89.9% C+ 77-79.9% D+ 67-69.9% F Below 59.9% 
A 93-96.9% B 83-86.9% C1 70-76.9%  D 63-66.9%  
A- 90-92.9% B- 80-82.9%  D- 60-62.9%  
1 There are no C- grades to save confusion with college requirements for grades in the major to be C or higher. 
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Components of the Course Grade 
1. Information page: At the beginning of the semester, I will ask you to complete an information page so I can 
get to know you and form groups for effective group work.  Successful, on-time completion of this assignment 
is worth 10 points. (Course Goal 4) 
 
2. Avoiding plagiarism tutorial: Have you ever been unsure of how to paraphrase or quote a source to avoid 
plagiarism?  Have you ever lost points for plagiarism when you thought you were doing everything right?  You 
will complete an online tutorial that distinguishes between appropriate and inappropriate use of others’ words 
and ideas so that you can avoid plagiarism in your academic writing.  The tutorial takes about one hour to 
complete.  At the end, you will take a certification test to demonstrate your understanding of how to avoid 
plagiarism.  You may retake the test as many times as needed to pass.  You will earn 15 points for submitting 
your completion certificate by the due date (see the course schedule).  You must submit your completion 
certificate to be eligible to submit written work.  Late penalties on your written work will accrue until you 
submit your completion certificate. (Course Goal 4) 
 
3. Nebraska Symposium assignment: Attend the Nebraska Symposium on Motivation (April 11-12, 2019; we 
will not have class on April 12) and complete an assignment around at least 1 speaker’s presentation (details 
provided separately).  The assignment will be posted and submitted on Canvas and is worth 25 points.  You 
must attend the Symposium in order to complete this assignment.  There will be no alternative assignment 
available. (Course Goals 1-4)  
 
4. Revel quizzes: For each assigned chapter in the textbook, you will complete a 15-item multiple-choice quiz 
within Revel.  You get 3 chances to answer each question (you may use your textbook if needed) and will 
receive feedback after each attempt; point values for a question will decrease with each attempt.  Thus, you 
should do your best to answer each question correctly the first time, but if you need a second or third attempt 
once in a while that’s fine.  Quizzes are graded in Revel out of 75 points and will be translated into course 
points as follows: 
If you get 85-100% on a Revel quiz, you will receive 25 points in Canvas.  
If you get 70-84% on a Revel quiz, you will receive 20 points in Canvas.  
If you get 55-69% on a Revel quiz, you will receive 15 points in Canvas.  
If you get 40-54% on a Revel quiz, you will receive 10 points in Canvas.  
If you get 25-39% on a Revel quiz, you will receive 5 points in Canvas.  
If you get below 25% on a Revel quiz, you will receive 0 points in Canvas.  
There will be 11 Revel quizzes throughout the semester.  Thus, Revel quizzes are worth 11 x 25 points = 275 
points total.  (Course Goals 1 and 3) 
 
5. Group assignments: Approximately once per week, you will get into groups to work on an assignment in 
class surrounding an assigned reading.  Assignments will be complex and will require thorough preparation, full 
participation, and high-level analysis from all group members.  There will be a “Group Captain” (this role will 
rotate each week) whose job is to coordinate discussion and gather the best material presented by your group.  
Following class, the Group Captain will type up the group’s responses to the assignment, and the entire group 
will revise the responses together using the Canvas Collaboration tool via Google Docs (thus, you will need a 
Google account).  This will help me see each student’s contributions to the written response and will facilitate 
your interactions outside of class. After the group is satisfied with the written response, the Group Captain will 
submit it on Canvas in the Modules content area at least 30 minutes before class two class periods after the in-
class work day.  Each assignment is worth 25 points, with points coming from three sources: 
 
Preparation before class (5 points): It is vital that all students come to class fully prepared to contribute to 
group work.  You may earn points for preparation by reading the assigned article carefully and thoughtfully, 
and submitting a fully complete Group Assignment Prep Sheet (GAPS) on Canvas prior to class (see course 
schedule for due dates & times).  These GAPS are designed to help you process the assigned reading, organize 
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your thoughts, and identify what you do and don’t know.  GAPS will be graded on the basis of fully complete (5 
points); incomplete but still showing substantial effort, or complete but containing numerous errors (2.5 points); 
or missing or grossly incomplete (0 points).   
 
Contributions during and after class (5 points): All students are expected to make substantial and supportive 
improvements to the group’s work both during in-class work days and in editing the submission document 
outside of class.  Please bring a laptop or tablet to in-class work days so you can access the assigned 
reading(s), your completed GAPS, and the shared group assignment.  Within class, contributions include 
discussing the readings and assignment questions critically, participating fully in the group discussion, arriving 
on time and staying engaged the entire class period, and working respectfully and collegially with your group 
members.  Out of class, contributions include expanding, clarifying, or making suggestions on the group 
assignment document, fixing errors, etc.  Comments such as “Good job” or “I agree,” while they may be true, 
do not substantially improve the group’s work and will not receive credit.  Similarly, minimal written 
contributions such as correcting minor writing errors will receive only minimal credit.  A score of 5 will be 
awarded when a student has made excellent and substantial contributions throughout the in-class work period, 
including generating and critiquing ideas, drawing connections to the reading, textbook, and lecture, inviting 
contributions from others, etc., AND has made substantial contributions to the out-of-class written work, 
including making suggestions, pointing out areas that need clarification, clarifying unclear sections, inviting 
contributions from others, etc. 
 
The group’s written responses to the assignment prompts (15 points): All group members who arrive fully 
prepared and contribute substantially will receive the same grade on the 15-point written response portion of the 
assignment.  All group members are responsible for assisting in the preparation and editing of the written 
responses, and for ensuring its successful and timely submission on Canvas.  Just like in the professional world, 
working as a team means that every member of the team is on the hook for the final product and for making sure 
deadlines are met.  Thus, if the Group Captain fails to submit the written response on time, all group members 
will accrue late penalties until the document is successfully submitted on Canvas.  See below for important 
information about deductions to students’ individual scores on the written response portion, based on 
inadequate preparation or contributions. 
 
Important notes about group assignments: 
Preparation, contributions, and the quality of the group’s written response are inextricably linked—that is, 
students who arrive fully prepared and who contribute fully and effectively help the group create a stronger 
written response to the assignment.  To acknowledge the interaction of these factors, please note the following 
consequences of failure to prepare or contribute fully: 
 
Lack of preparation: If you are unprepared for group work, you cannot contribute fully and your peers will 
suffer.  Thus, if you do not successfully submit your GAPS on time, you will incur an automatic 50% deduction 
on the group response portion of the assignment (in addition to incurring a late penalty on the GAPS itself).  If 
you submit your GAPS incomplete or with numerous errors (earning a score of 2.5), you will incur an automatic 
25% deduction on the group response portion of the assignment (in addition to earning reduced credit on the 
GAPS itself).  EXCEPTION (3/6/19 update): If you choose to use your late assignment “freebie” (see “Course 
Information & Policies” below) on an eligible GAPS submission, this will eliminate both the late penalty on the 
GAPS itself and on the group response portion of the assignment. 
 
Absences on group work days: It is important that you come to every in-class work day to help your group 
compose the written response.  However, sometimes circumstances occasionally keep students out of class.  If 
you have a planned, unavoidable absence on an in-class work day, submit your own written responses to the 
homework prompts to your group members before the in-class discussion so that they can still benefit from your 
contributions.  You would be expected to make extra strong contributions during out-of-class work to support 
your group effort; if this occurs, you may still earn full credit for your contributions. If you have an unexpected, 
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unavoidable absence and cannot send your responses ahead of time, you may receive partial credit on the 
contribution portion of the assignment by making extra strong contributions on the out-of-class work.   
 
Lack of contribution: Because the group cannot function without effective contributions from its members, a 
lack of full contribution to the group effort (including both in-class and out-of-class contributions) will affect 
your individual grade on the group’s written response as follows: 
If you contribute… 
Then you (individually) will receive this credit on the group’s written 
response: 
Fully (5 points) The same credit as the rest of your group 
Substantially (4 points) The same credit as the rest of your group 
Helpfully (3 points) 80% of the credit earned by the group 
Marginally (2 points) 60% of the credit earned by the group 
Minimally (1 point) 40% of the credit earned by the group 
Less than minimally (0 points) No credit on the group response 
 
There will be 12 group assignments throughout the semester.  Thus, group assignments are worth 12 x 25 points 
= 300 points total.  Through regular attendance in class on non-group work days, you can earn the privilege of 
having your lowest group assignment grade replaced with your highest group assignment grade; see the “Class 
participation” section of this syllabus for details.  (Course Goals 1-4) 
 
6. Motivation project: In this project, you will choose a goal in your own life, track your relevant behavior, 
explore your goal from the perspectives of many different motivational theories, adjust your motivations, and 
attempt to change your behavior for the better.  You will discuss the results of your efforts as well as your 
behavioral plans for the future in a creative presentation of your choice at the end of the semester, as well as in a 
written product discussing the theoretical basis for your project.  For students enrolled in PSYC 462H or 862, 
you will complete two additional portions of this project to build your deep understanding of the underpinnings 
of your project and your ability to share its findings with an academic audience: an empirical research paper and 
a poster presentation at the UNL Spring Research Fair. 
 
All components of the motivation project will be submitted on Canvas in the Modules content area at least 30 
minutes before class on the dates indicated in the course schedule. Coursework must be typed, double-spaced, 
in 12-point Times New Roman font with 1” margins on all sides, written in full sentences using college-level 
writing.  You must include APA-style citations for anything that is not your own idea (see the Purdue OWL 
website (https://owl.english.purdue.edu/owl/resource/560/01/) or consult an APA style handbook (6th edition) 
for details. Do not quote at any point in any of your written work—I want to hear your interpretation of what 
you’ve read, not the authors’ words again.  
 
For students in PSYC 462, the motivation project will be worth a total of 200 points; for students in PSYC 
462H or PSYC 862, the project will be worth a total of 300 points.  A detailed document that provides 
information on each part of the project, as well as grading rubrics, will be provided separately.  The 
project will include the following components (see the course schedule for due dates): 
 
Five journals completed at various stages throughout the semester, designed to help you learn about and apply 
motivational theories to your goal.  Each journal is worth 25 points; thus, journals are worth 5 x 25 points = 125 
points total. (Course Goals 1, 2, and 3) 
 
Motivational theories paper (previously called the “levels of complexity paper”; revised 3/6/19) in which you 
will describe the two most helpful motivational theories from your project and explain how each theory relates 
to your particular motivation goal.  Your target audience should be undergraduate psychology majors who have 
not yet taken this class.  Your paper should be 3 double-spaced pages in length, and form the theoretical basis of 
your creative presentation of your motivation project.  In order to ensure your theoretical basis is sound and you 
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have sufficient time to complete your creative presentation before it is due, you may not use the late assignment 
“freebie” on your paper. The paper is worth 25 points. (Course Goals 3 and 4) 
 
Creative project in which you will make and present in class an original creative demonstration of your 
motivation project. The purpose of this assignment is for you to translate what you’ve learned in this project 
into something useful for others outside this classroom or this university.  Thus, you should have a “product” 
(digital, physical, whatever) that you create, and you will present that “product” in class.  Be creative; maybe try 
something you’ve never done before!  You may earn up to 40 points for creative product and up to 10 points for 
your in-class presentation for a total of 50 points.  3/6/19 update: Because presentations are scheduled at the 
very end of the semester, you may not use the late assignment “freebie” on your creative presentation. (Course 
Goals 1, 3, and 4) 
 
Empirical research extension (only for students enrolled in PSYC 462H or 862): Students taking this course for 
Honors or graduate credit are developing professionals who represent a variety of disciplines, and are thus in a 
unique position to draw connections between psychological phenomena and their own research and disciplinary 
interests.  To encourage such connections and to strengthen professional development, these students will 
conduct additional empirical research on their motivation project topic and present their project in poster format 
at the UNL Spring Research Fair (see details below).  For the empirical research extension portion of the project, 
you will write a fully professional academic paper in which you describe two motivational theories relevant to 
your goal, find and summarize two empirical research articles for EACH of your two chosen theories (i.e., four 
empirical articles altogether), and clearly apply each article’s findings to your chosen goal.  The empirical 
research extension paper is worth 50 points. (Course Goals 1-4) 
 
Research Fair poster presentation (only for students enrolled in PSYC 462H or 862): Students taking this 
course for Honors or graduate credit will present their motivation project—including a brief summary of the 
empirical research extension portion—in poster format at the UNL Spring Research Fair on April 15, 2019.  
This assignment will help you strengthen your own program of research, give you experience creating and 
presenting for a professional audience, and will give you a line on your CV.  You will submit your poster 
abstract for approval, then develop your poster, submit it for feedback, revise the poster, and then send it in for 
printing. Posters can be printed at the UNL Pixel Lab in Henzlik Hall for approx. $35 
(https://cehs.unl.edu/cehs/pixel-lab/).  A clear, compelling, and accurate poster will be awarded up to 30 points, 
and a thoroughly professional and clear presentation will be awarded up to 20 points, for a total of 50 points.  
3/6/19 update: Because there is a single scheduled session at which you can present your Research Fair poster, 
the poster presentation is not eligible for the late assignment “freebie.” (Course Goals 1-4) 
 
Course Information & Policies 
Class participation: This course will be a lot more interesting, beneficial, and fun if we all actively engage 
with the material and with each other.  As an upper-level course, I expect all students to participate actively and 
regularly, both in formal group assignment discussions and more informal activities and discussions.  Although 
there are no points in the gradebook for attendance, I will record daily attendance.  If you arrive on time, stay 
the entire period, and participate actively and effectively for 75% or more of the class periods aside from group 
homework days, I will drop your lowest group homework grade and replace it with your highest.  Violation of 
any of the course policies indicated below—including technology use or classroom etiquette—will result in a 
mark of “absent” for that day.  Repeated or particularly disruptive violations may incur a loss of points. 
 
Late work: Assignments must be successfully submitted on Canvas no later than 30 minutes before class on the 
day they are due to avoid incurring late penalties.  It is your responsibility to ensure assignments are submitted 
successfully; therefore, unsuccessful submission attempts will be counted as late.  Late assignments will incur a 
20% per calendar day penalty (including work submitted later in the day after the submission deadline).  When 
conflicts are foreseeable (e.g., approved school activities, planned travel), you should submit your work early 
(feel free to ask me for assignments early if you know you will be gone).  In the event you have an emergency 
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and are unable to submit your work on time, contact me as soon as possible regarding the possibility of an 
extension. When approved, extensions will generally provide 1 additional day to complete the assignment.  
Work, vacation, travel, oversleeping, or similar conflicts will not be excused.  Points lost due to unexcused 
absence, lateness, or lack of participation cannot be made up. 
 
EXCEPTION (3/6/19 update): I recognize that crises happen, people have to prioritize competing demands, and 
sometimes we all make mistakes.  I also want to foster a supportive atmosphere of growth rather than 
punitiveness.  Therefore, each student in this class is allowed one late assignment “freebie” to be used at any 
point throughout the semester (within the guidelines set below).  This “freebie” provides a one-time, no-
questions-asked, 72-hour extension on the due date of one assignment.  Please read the information below 
carefully: 
• Is there any assignment that I cannot apply my “freebie” to?  Yes.  You can’t use your “freebie” on 
the creative project presentation or on your motivational theories paper (as indicated above). 
• Can I use my “freebie” on a GAPS?  Yes.  If you do so, this would eliminate both the late penalty on 
the GAPS itself and on the group response portion of the assignment. 
• Can I use my “freebie” to erase a late penalty for a group submission?  Yes.  However, since it was 
the group captain’s responsibility to submit on time, they must use their “freebie.”  This will eliminate 
the late penalty on the assignment for the entire group. 
• What if I submit after the 72-hour late point?  Your “freebie” would reduce but not eliminate the late 
penalty.  The 20% per day penalty still applies to all work submitted late—the “freebie” just extends 
your deadline by up to 72 hours.  For instance, if you submit 96 hours (4 days) late, it would only have a 
20% late penalty rather than an 80% late penalty. 
• How do I use my “freebie”? 
o If you want to use your “freebie” on an assignment you’ve already turned in (prior to 3/6/19), 
you must email me within 1 week (by 3/13/19) which assignment you want to use it for.   
o If you want to use your “freebie” later in the semester, you must include a comment at the time 
you submit (within 72 hours of the original deadline) letting me know you want to apply your 
“freebie” to that assignment. 
• Can I change my mind later on?  No, you cannot retroactively remove your “freebie” from one 
assignment and apply it to something else later in the semester—once you’ve used it, you’ve used it. 
• Do I get bonus points if I don’t use my “freebie”?  No.  If you don’t use your “freebie,” your reward 
is that you haven’t had an insurmountable life event this semester that interfered with submitting an 
assignment late for this class.  Congratulations! 
 
A personal note: I know life can come at you quickly and unexpectedly.  If you have a situation or conflict arise 
and you need flexibility, please let me know as soon as possible so I can help you.  I can’t help you if you wait 
until the end of the semester.  
 
Canvas: The syllabus, announcements, gradebook, and assignments (unless otherwise noted) will be made 
available on the course website Canvas.  To get to our Canvas site, go to http://canvas.unl.edu and sign in (using 
your login name and password).  From your Dashboard, click on this course’s name. 
 
Please enable appropriate Canvas notifications so that you can receive important email announcements that may 
be sent out from time to time. The “Syllabus” content area includes the course syllabus, including any changes 
we make to the schedule throughout the semester. The “Modules” content area includes week-by-week 
assignments and readings, as well as assignment descriptions, rubrics, and other useful information; you will 
also submit assignments—except Revel quizzes—in the “Modules” content area.  The “Discussions” content 
area is where you will discuss homework and other relevant items with your group.  The “Pearson Revel” 
content area will allow you to access the ebook and Revel content for this course.  The “Grades” content area 
will provide information about your current course performance.  Do not rely on Canvas’s points total, as it is 
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may be WRONG due to different point values for undergraduate and graduate students.  Calculate your point 
total manually using the table that appears earlier in this syllabus, or see me if you want help calculating your 
current grade. 
 
Submitting assignments: Assignments must be submitted via Canvas unless otherwise noted.  Once you 
upload an assignment, please double-check that it was successfully uploaded. It is your responsibility to ensure 
that your work is submitted successfully, and to allow time for remedying any issues that may arise. Please 
upload all files as .doc, .docx, .pdf, .txt, or .rtf format.  Assignments in other formats will not be accepted (note 
that if you use one of these programs, you can convert your file to an acceptable file format for upload to 
Canvas).  If you submit an unreadable, incorrect, or incomplete file, late penalties will accrue until you submit 
an acceptable file.  Assignments will not be accepted over email or in hard copy unless specified by the 
instructor.  
 
Technology in the classroom: Out of respect to me and to your peers, and to increase your own engagement 
and learning in this class (Fried, 2006; Mueller & Oppenheimer, 2014; Zhu, Kaplan, Dershimer, & Bergon, 
2012), please refrain from using electronic devices (including cell phones, tablets, laptops, or smart watches) in 
class except as required for group assignments or other activities.  Improper or distracting use of devices will 
result in you being marked as “absent” for the day; repeated or disruptive activities will result in a loss of course 
points.   
 
Exception: If you have a documented disability (see below) and your accommodation plan includes the use of a 
laptop or other electronic device, or if you have a legitimate academic reason requiring the use of such a device, 
you may be permitted to use such a device after speaking with me first.  Any abuse of devices will result in the 
immediate revocation of this privilege. 
 
Classroom etiquette: A good classroom is built on mutual respect between the instructor and the students.  I 
will treat you with respect, and I expect that you will do the same for me and for your peers.  Respect includes 
(1) arriving on time prepared for class; (2) staying for the entire class period and not packing up early; (3) using 
technology appropriately in accordance with course policies and University standards; (4) being actively 
engaged and participating with others in class; (5) being respectful of others in class in your words and actions; 
and (6) contributing to a non-criticizing, open-minded, supportive class environment where people share their 
ideas and are open to each other’s opinions, but also challenge each other.  
 
Academic integrity:  Academic integrity is a basic guiding principle for all academic activity at the University 
of Nebraska-Lincoln, allowing the pursuit of scholarly activity in an open, honest, and responsible manner.  It is 
assumed that students have read and understand the UNL Student Code of Conduct at 
http://stuafs.unl.edu/DeanofStudents/Student%20Code%20of%20Conduct%20May%20Rev%202014%20a.pdf 
as of the first day of class.  You must not engage in or tolerate academic dishonesty.  This includes, but is not 
limited to cheating, plagiarism, fabrication of information or citations, misrepresenting or fabricating excuses 
for missing or late work, facilitating acts of academic dishonesty by others, unauthorized possession of exams, 
submitting work of another person or work previously used without informing the instructor, or tampering with 
the academic work of other students.  Because you are upper-level students, and because you will complete a 
tutorial on how to avoid engaging in plagiarism, any violations of academic integrity will have severe 
consequences, including a failing grade on the exam, assignment, and/or the course, and will be reported to the 
UNL administration and your home department. 
 
Accommodations for students with special needs:  The University of Nebraska-Lincoln encourages qualified 
persons with disabilities to participate in its programs and activities.  If you anticipate needing any type of 
accommodation in this course or have questions about physical access, please contact me for a confidential 
discussion of your needs for academic accommodation as soon as possible.  It is my policy and the policy of the 
University of Nebraska-Lincoln to provide flexible and individualized accommodation to students with 
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documented disabilities that may affect their ability to fully participate in course activities or meet course 
requirements.  To receive accommodation services, students must be registered with the Services for Students 
with Disabilities (SSD) Office, 132 Canfield Administration, 472-3787 voice or TTY.  
 
Incompletes: Students are eligible for an incomplete grade only if they have already completed 75% of the 
course work.  Per UNL policy, incompletes will be given “only when the student [is] unable to complete the 
requirements of the course because of illness, military service, hardship, or death in the immediate family” 
(http://registrar.unl.edu/grade-information-spring). 
 
Class cancellation: In the event of a university closure due to adverse weather, national observance, etc. that 
affects our scheduled meeting time, all students must check Canvas and their email by our class time for 
information about that day’s content and activities.  Similarly, in the event our class is cancelled due to illness, 
conference travel, etc., information will be posted on Canvas regarding alternative activities, so all students 
must check Canvas and their email for such information. 
 
Changes to this syllabus: This syllabus is subject to change to accommodate student interests, current events, 
schedule changes (e.g., due to weather or illness), or unforeseen opportunities or challenges.  Any changes to 
the syllabus will be announced in class. 
 
MOST OF ALL - I would like us to have fun with this class while we learn! I welcome any feedback that you 
think will help make the class work better for you. 
 
Portions of this syllabus are adapted from syllabi by Dr. Manda Williamson and Katherine Kimble, University 
of Nebraska-Lincoln. 
 42 
Tentative Course Outline and Schedule 
See our course website for the up-to-date schedule.  Changes will be announced in class. 
Week Date Topic Complete/submit 30 minutes 
before class (9:00am) 
1 M 1/7 No class  
 W 1/9 Introduction to the course  
 F 1/11 Introduction to Revel & The science of motivation Information page 
2 M 1/14 Psychological origins of motivation Revel Ch. 1 & 3 
 W 1/16 Psychological origins of motivation Avoiding plagiarism tutorial 
 F 1/18 Group assignment #1: Instinct 
Due Fri 1/25 
deCatanzaro (1999) GAPS 
3 M 1/21 No classes – MLK Day  
 W 1/23 Core human motives Revel Ch. 4 
 F 1/25 Core human motives  
4 M 1/28 Group assignment #2: Romantic & sexual attraction 
Due Fri 2/1 
Harrison & Saeed (1977) GAPS 
 W 1/30 No class – Bad weather Revel Ch. 5 
 F 2/1 Autonomy Motivation journal 1 
5 M 2/4 Group assignment #3: Autonomy 
Due Fri 2/8 
Kramer (2006) GAPS 
 W 2/6 Competence Revel Ch. 6 
 F 2/8 Competence  
6 M 2/11 Group assignment #4: Self-efficacy 
Due Fri 2/15 
Dweck (1990) GAPS 
 W 2/13 Belonging Revel Ch. 7 
 F 2/15 Belonging  
7 M 2/18 Group assignment #5: Ostracism 
Due Fri 2/22 
Zadro & Gonsalkorale (2014) 
AND Zadro et al. (2006) (can 
submit a single GAPS for both 
articles together) 
 W 2/20 Goal setting Revel Ch. 8 
 F 2/22 Goal setting Motivation journal 2 
8 M 2/25 Group assignment #6: Goal setting 
Due Fri 3/1 
Locke (1996) GAPS 
 W 2/27 Goal planning Revel Ch. 9 
 F 3/1 Goal planning 
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9 M 3/4 Group assignment #7: Implementation intentions 
Due Fri 3/8 
Gollwitzer & Brandstatter (1997) 
GAPS 
 W 3/6 Goal striving Revel Ch. 10 
 F 3/8 Goal striving  
10 M 3/11 Group assignment #8: Regulatory focus 
Due Fri 3/15 
Grimm, Markman, & Maddox 
(2012) GAPS 
 W 3/13 Automatic motivation Revel Ch. 11 
 F 3/15 Automatic motivation Motivation journal 3 
11 M 3/18 No classes – Spring Break  
 W 3/20 No classes – Spring Break  
 F 3/22 No classes – Spring Break  
12 M 3/25 Group assignment #9: Unconscious goals 
Due Fri 3/29 
Custers & Aarts (2010) GAPS 
 W 3/27 Nature of emotions Revel Ch. 12 
 F 3/29 Nature of emotions  
13 M 4/1 Group assignment #10: Emotion regulation 
Due Fri 4/5 
Gross (2002) GAPS 
 W 4/3 Individual emotions  
 F 4/5 Individual emotions Motivation journal 4 
14 M 4/8 Group assignment #11: Development of basic emotions 
Due Mon 4/15 
Rozin et al. (1997) GAPS 
 W 4/10 YOLO & FOMO  
 F 4/12 No class – attend Nebraska Symposium on Motivation  
15 M 4/15 Watch Inside Out in class Motivation journal 5 
Research Fair poster presentation 
(462H/862 only) 
 W 4/17 Watch Inside Out in class Empirical research extension 
paper (462H/862 only) 
 F 4/19 Group assignment #12: Inside Out 
Due Wed 4/24 
Inside Out GAPS 
Nebraska Symposium paper 
16 M 4/22 Course wrap-up Motivational theories paper 
 W 4/24 Motivation project presentations  
 F 4/26 Motivation project presentations  
Finals 
Week 
M 4/29 10:00am-12:00pm 
Motivation project presentations 
 
Last day to add: Mon 1/14.  Last day to drop: Fri 1/18.   
Last day to declare pass/no pass: Fri 3/1.  Last day to withdraw: Fri 4/5.
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Appendix B: Sample Student Work for Group Assignments 
 
Group Assignment 12, Question 1 prompt: Identify the function of each of the five emotions 
portrayed in Inside Out—that is, what helpful purpose does each emotion serve for Riley? Give 
an example from the movie for each emotion’s function. 
 
Group response #1 (Lower-quality response): 
Riley portrayed five key emotions throughout the movie that helped her express her true feelings. 
These emotions include anger, sadness, fear, disgust, and joy. Anger helped her express that she 
didn’t want to talk to her parents about her day at the dinner table. She began to yell and scream 
which eventually led to her going up to her room. It also allowed her to express that she was 
angry when finding out that her best friend from back home found a new best friend, she 
suddenly closed her laptop to hang up their call and show that she was upset. Sadness helped her 
express to her parents that she was unhappy when learning that they’ll be moving to San 
Francisco. She always walked around with her shoulders shrugged and shed a few tears in 
expressing her sadness. Fear helped Riley to be careful while running around the house as a 
toddler. Also in slowing her down while running with her wagon with the fear that she may 
really hurt herself if something were to go wrong. Disgust helped her express to her dad that she 
didn’t like Broccoli. Each time her parents would attempt to feed her the vegetable, disgust 
would press a button that would deny it from going into her mouth. This saved her from either 
spitting it out or throwing it up. Joy helped her express how she felt when her Mother told her 
how awesome she was handling the whole moving situation. She told Riley to just keep smiling 
and be happy for the family. Joy allowed her to express that smile in showing her Mother that 
everything is going to be okay. 
 
Group response #2 (Medium-quality response): 
The first emotion portrayed in Inside Out was disgust. Disgust kept Riley from eating anything 
that might poison her and keep her from embarrassing herself. An example of this was when she 
was about to eat broccoli or getting dressed for the first day of school. The second emotion that 
was portrayed in the film was fear. It kept Riley safe from potential dangers. An example of this 
was Riley’s first day of school and waking up from her dream. The third emotion that was 
portrayed in the film was sadness. It helped Riley express what she was not comfortable with and 
it also helped Riley in coping with her stress. This was shown through her family's move from 
Minnesota. The fourth emotion that was portrayed inside the film was anger. The emotion helped 
Riley defend and stand up for herself along with participating competitively in her hockey 
practices. The last emotion that was portrayed in the film was joy. The emotion helped Riley stay 
positive through tough times. This could be seen through looking at the positives of the new 
house that her family moved in to. 
 
Group response #3 (High-quality response): 
Fear was very important early on in Riley’s life when she was getting to know the world around 
her and needed protection. We can see the protective function of fear when she is just a toddler 
running around the house and gets scared moments before she would trip over a cable. With the 
help of fear, Riley slows down and jumps over the cable. During Riley’s explorations disgust 
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played a huge part, too. Even though disgust’s function can sometimes be interpreted as 
protective, she is there to avoid what is usually physiological threat. Using rejection as the 
functional mechanism, disgust did not allow Riley to eat that piece of broccoli so that she 
wouldn’t be nauseous (Rivera & Docter, 2015). As for anger, he was there to give Riley 
autonomy. An example was the scene when Riley was on the video chat with her best friend 
from Minnesota who was talking about the new girl on the hockey team. Upon hearing this, 
Riley slammed her computer (Rivera & Docter, 2015). This gave Riley an opportunity to assess 
herself and realize how much she loves her friend. Finally, the two emotions that were given 
most attention in the movie - sadness and happiness - have very similar purposes. Often 
appearing as opposites, sadness and happiness are both inclusive and very dependent upon each 
other. Sadness is there to point that there are pieces of our life that need to be put back together. 
This function of reintegration allows sadness to send us signals that we need to slow down, use 
less energy, and try to find social support. Consequently, an emotion whose function is to bring 
us closer to others and ourselves comes to the rescue - happiness. At the beginning of the movie 
we see Riley being lifted up to the sky by her parents and friends, laughing and having a great 
time (Rivera & Docter, 2015). We later come to find out that if it wasn’t for sadness and the tears 
that came after Riley’s team lost the game, she would never know what happiness is - being 
unconditionally loved and cared for by the people regardless of your achievements. 
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Appendix C: Sample Student Work for Motivational Theories 
Paper 
 
Motivational theories paper description:  
You will encounter a wide range of motivational theories throughout the class.  Some will be 
strongly relevant to your motivation project, whereas others will be less so.  To help you select 
and apply the most relevant theories, you will write a paper describing the TWO most helpful 
motivational theories for your project and explain how each theory relates to your particular 
motivation goal.  Your target audience should be undergraduate psychology majors who have not 
yet taken this class.  Your paper should be 3 double-spaced pages in length, and form the 
theoretical basis of your creative presentation of your motivation project.  
 
The excerpts below include students’ descriptions of one of their two chosen motivational 
theories, and their application of that theory to their motivational project. 
 
Response #1 (Lower-quality response): 
[Description of theory] The Expectancy-Value Theory refers to a weighting out the pros and 
cons of achieving your goal. While at the same time having the confidence in yourself and how 
much you expect to be able to reach your goal. (Atkinson, 1957; Edwards, 1954; Feather, 1959; 
Lewin, Dembo, Festinger, & Sears, 1994; Tolman, 1932; Vroom, 1964) This is apart of your 
goal setting phase when you are wanting to make a change.  [Application of theory to student’s 
project] So in my case I took a look at the changes that I would need to make in order to achieve 
my goal. I was easily able to see that no matter what I needed to do it was worth it to be able to 
begin to achieve my goal. In reality I was afraid of what might have happened if I continued to 
live this lifestyle for years to come. So I have the idea of value solidified in my mind my idea of 
expectancy isn’t as high. At the moment I still feel like this will be a tough and difficult goal but 
one that I believe I will be able to achieve eventually. So this shows since I don’t have a higher 
expectancy I haven’t been able to make all the changes that I want to yet. Being able to obtain 
more information on how to be healthier will allow for me to have a higher expectancy of 
achieving my goal and will in turn change my behavior for the better. (Forster, Liberman, & 
Higgins, 2005; Liberman & Forster, 2012) 
 
Response #2 (Medium-quality response): 
[Description of theory] To begin the three basic human needs are Autonomy, Competence, and 
Belonging. Autonomy “represents the basic desire for personal control”(Revel), Competence or a 
personal ability to know and understand something, and finally Belonging, or a person’s desire to 
be a part of a group or movement. When it comes to motivation or the ability to achieve a goal 
all of these needs can be extremely helpful. Being in control, understanding the goal well still 
being challenged, and having a group all help to bring a goal to completion.  [Application of 
theory to student’s project]  The part of this theory that helped me the most was a sense of 
belonging. For other undergraduates who may be taking this class in the near future, I would 
suggest having this be one of the first theories tested within the scope of the motivational project. 
Belonging is one the basic needs humans feel to have fulfilled. Within my motivational project 
the more I fulfilled my need for belonging the more motivated I felt to complete my goal. At first 
 47 
it was extremely difficult as I had trouble making it to the gym and felt as if I was an “outsider”. 
The more often I felt like this the harder it was to go. When I was able to overcome this feeling 
of exclusivity and feel as though I was part of the regulars or part of the “gym” team entirely it 
began not to matter where I was in my health journey, I had a place. Also to help with that sense 
of belonging I was about to start going to the gym with my roommate and my boyfriend. These 
people and I were able to form a group which continually motivated me to want to do better. 
When my sense of belonging was fulfilled I felt as though it was easier to continue on my goal 
and overcome more obstacles. 
 
Response #3 (High-quality response): 
[Description of theory] Goal systems theory is the idea that goals are all connected within an 
overarching system that includes various smaller goals and the means to achieve those goals 
(Burkley & Burkley, 2018). The lowest level of the pyramid is the goal means. These include 
various smaller goals that are intertwined with the other small level goals and also the midlevel 
goals. Additionally, the bottom level goals are the actual behaviors that are performed in order to 
achieve the next level of goals. Next, the midlevel goals are short-term goals, which will lead to 
the higher-order goal or overarching goal. The idea of this system is so that there are numerous 
goals beneath a related overarching goal. The main higher-order goal at the top of the three-level 
hierarchy is the long-term goal an individual is trying to achieve. Additionally, the 
interconnectedness between all of the goals causes a person to constantly be reminded of their 
goal and they will always be working towards achieving the goal by first completing the small 
goals. Creating small goals that lead to the midlevel goals and the higher-order goal, creates a 
larger number of means to achieve the main goal, this is referred to as equifinality (Burkley & 
Burkley, 2018). When the main goal has different ways to be achieved, then it appears more 
attainable. Moreover, multifinality is also part of this theory, as there are various goals that can 
be attained during the process of achieving the main goal (Burkley & Burkley, 2018). Being able 
to achieve multiple goals along the way is reassuring and uplifting for most people because they 
feel more positive about achieving the bigger goal. Another positive aspect about the Goal 
Systems Theory is that the diagram of the three-level hierarchy creates an outline for the 
individual to follow. [Application of theory to student’s project] To create a goal hierarchy chart 
I would start at the top of the pyramid. The higher order goal I had selected was to be healthier. 
Then I would think of the midlevel goals or short-term goals that would lead to my higher order 
goal. For the midlevel goals, I selected increasing cardio exercise, losing five lbs., and a clean 
diet. All of these goals are related to my higher order goal as well as each other. The goal means 
at the bottom of the chart are the actions that take place daily and are intertwined with other 
small goals, midlevel goals, and the overall long-term goal. The six means I chose were running 
on the treadmill, walking to class, burning 200 calories per workout, increasing water intake, 
reducing sugar intake, and consuming approximately 1500 calories or less each day. These small 
goals are connected to the midlevel goals because they are small actions that occur each day to 
result in the end goal of being healthier. Overall, the Goal Systems Theory is used to demonstrate 
how the goal means are connected to each other and the midlevel goals, which are short-term 
goals that later result in the long-term goal.   
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Appendix D: Sample Student Work for Creative Project 
 
Creative project sample #1 (Lower-quality submission): 
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Creative project sample #2 (Medium-quality submission): 
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Creative project sample #3 (High-quality submission): 
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Appendix E: Peer Teaching Observation 
 
Peer Review Classroom Visit 
RE: Carolyn Brown Kramer, Ph.D., teaching Motivation & Emotion (Psyc462) 
Date of classroom observation: February 15, 2019 
Offered by: Calvin Garbin, Ph.D. 
 
Carolyn invited me to attend one of her meetings of Motivation & Emotion and offer a 
peer review of her teaching.  It was awesome! 
 
 Carolyn is officed across the hall from me, which gives us the opportunity to talk about 
teaching constantly (probably more than we talk about our kids).  These conversations are not the 
posed and processed “about teaching” bits that will be assembled with this letter and other bits of 
“teaching materials” into her “teaching files” to represent her teaching.  Nah,… These are the 
“over-the-back-fence” conversations that reveal how Carolyn pursues and invests in her striving 
to be an ever-better teacher!   These are the ongoing conversations about what she’s read (clearly 
nearly everything), thought about, has actual informed opinions about, wants to try, wants to try 
again because it worked, wants to try again because she has a better idea, and the painful bits 
about what still isn’t working as well as it should! Let me tell you what I’ve learned about 
Carolyn as a teacher… 
 
 Carolyn frames her teaching within a Scholarship of Teaching paradigm.  Teaching 
decisions are not to be made willy-nilly and kept to oneself!  Rather they are to be based on the 
theoretically derived, purposefully researched, and comparatively empirically evaluated 
alternatives.  Best practices yes, but wrung through the mangler of science!  At the same time, 
Carolyn is clearly aware that turning teaching science into teaching practice is art & craft, rather 
than more science.  The best part is watching and listening to her turn “these SoT best practices” 
into “Carolyn’s teaching”.  Yeah, everybody does that.  But Carolyn does it with a systematic 
and personalized purpose that is a joy to watch and has produced a teaching style that serves her 
and her students wonderfully. Another important part of the Scholarship of Teaching is not 
keeping one’s own teaching to one’s self, but putting it out there so that others can benefit by 
folding her attempts and discoveries into their own.  She does much of this, and does it well, as I 
expect you’ll gather from other parts of her teaching materials. 
 
So, after years of these conversations it was a treat to get to watch the performance in an 
actual class!!  
 
It was a 50-minute “clinic” in how to run an active classroom!  How to not only present 
information, but infuse it into the activities and conversations… How to move from topic to topic 
with changes in activities that highlight changes in content… How to anticipate what’s coming, 
review what’s repeated, and integrate each of the important bits into a picture of the whole…  
How to blend different “standard” techniques (think, pair, share; scripts; call-backs; just-in-time) 
so that the focus is the information being acquired, integrated and applied, not the techniques… 
How to move back and forth between top-down and bottom-up looks at the information so that 
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different learning styles are well-served…  How to prepare students for the upcoming 
conversation, assignment, exam, and real-life applications of all this new stuff…  And making it 
all so interesting that students were genuinely engaged in the small group and whole class 
conversations, and the time flew by!   
 
Since several students in the class have been in classes with me, I gathered a few of them 
after class.  I asked the classic “tell me three things you learned in class.” Well, not only did they 
not stop at three, but the spontaneous conversation about what things meant and how they related 
to other things (including things in another class they shared), was still going on when I 
wandered off 10 minutes later!  Clearly the class had been a learning experience in the way we 
all strive to produce – she rocked it!! 
 
So, what should you take away from my classroom visit?  It’s simple, but rare & 
wonderful…  Carolyn not only has done the hard work to learn the teaching and teaching 
research culture and literature, but she has done the harder work to put carefully selected parts of 
it into practice, made it her own personalized version, and in some cases, improved on it to the 
benefit of her students!  It was awesome! 
 
 
 
